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The purpose of this study was to determine the extent to which students’
performance in such areas as: Grade Point Average, Grades earned in courses taken,
Georgia High School Graduation test, and End of Courses test improved as a result of the
strategies such as: Academies, block scheduling, teacher support for students,
professional practices when controlling for alternative explanations by using a control
high school in a similar socio-economic environment. Smaller Learning Communities
were installed in a large high school to improve performances by breaking down the
student population into four academies. The academies were intended to offer greater
teacher support, high expectations for students’ performance and enriched learning
opportunities for students through effective collaborative teacher planning as compared to
the regular departmentalization in schools.
Data was presented in the following order: (a) statistics are provided in relation to
the school and demographic variables; (b) teacher perceptions are analyzed to determine
their reflections on the processes for any explanations of the student outcomes; (c)
correlation analyses are presented to systematize the relationships among the variables
and reduce the explanations for outcomes to a manageable number of variables for
making final recommendations.
The Statistical Package for the Social Science (SPSS) was used to analyze the
data in accordance with research questions. The main findings were that in the
correlation analysis the results indicate that though several independent variables are
significantly related to graduation from high school, the students performance on the
Georgia High School Graduation Test during grade 11 indicating that students’
performance in the core classes and standardized test in grade 11 is the main predictor of
performance on the Georgia High School Graduation test when the other variables are
statistically controlled. Also the results from the teacher questionnaire indicated that
teaching experience, teacher perceptions of student responsiveness to teacher innovative
methods and teacher rating of student ability are significant predicator of teacher rating of
student performance. All other variables have no significant effect.
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CHAPTER I
THE PROBLEM IN CONTEXT
Purpose
The purpose of this study is to determine the extent to which students’
performance in such areas as grade point average (GPA), grades earned in courses,
Georgia High School Graduation Test, and End of Courses Test improved as a result of
the strategies such as academies, block scheduling, teacher support for students, and
professional practices, as implemented in smaller learning communities (SLC) in a
selected urban high school.
Educators today are challenged to combat the societal ills-racism, poverty,
illiteracy, drug abuse, and poor-health. Many African-American students face these
issues each day. Since the decades of Jim Crow and Brown versus the Topeka Board of
Education, African-American students were relegated to second-class citizenship and
inferior educational facilities and resources. African-American students have
consistently scored lower on standardized test and have higher dropout rates (Irvine,
1990).
Despite progress made in the state courts and in the local communities,
educational challenges persist for the African-American student. Integration placed
blacks in the same facilities as white students. This move, however, did not
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automatically result in a paradigm shift for the educational experts, researchers, and other
educational specialists. Through unfair disciplinary practices and hidden curriculums,
lower working class students, particularly black students, have learned to be subservient,
docile, and dependent (Irvine, 1990). Much of the research on the African-American
student tends to emphasize the negative aspects of their educational experiences, such as
underachievement, dropout rates, and social or emotional issues resulting form low
socioeconomic status.
Many high school reform strategies have long advocated for abandoning
traditional bureaucratic structures in favor of smaller and more personalized settings such
as small schools and smaller learning communities (SLCs). Significant numbers of
schools and districts are now responding to this call, especially in their most severe
struggling schools. In many large, non-selective urban high schools, fewer than half the
students who enter the ninth grade go on to graduate. While the problems associated with
this fact are rooted in the inadequate preparation that many students receive in grade
school and middle school, the most noticeable feature becomes visible when the students
reach the ninth grade, where the promotion requirement is tougher to achieve.
Researchers suggest that the largest gap in promotional rate is between the ninth and
tenth grade. As many as 40% of students in urban high schools fail to get promoted from
the ninth to the tenth grade on time, and fewer than 20% of those students recover from
the failure and go on to graduate.
As high schools take center court on the national education reform agenda,
federal, state and local educators are expressing a yearning interest in the “how to” of
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improving high schools. There is widespread agreement that effective high schools
combine rigorous academic preparation for all students with personalized, engaging,
flexible, and responsive learning environments (National Research Council and Institute
of Medicine, 2004). Far less is understood; however, about the process of transformation
that is required to create that experience for all students in a school, or at scale with
equity across an entire system.
The past decade has seen growing experimentation and investment in the creation
of smaller learning communities as a primary vehicle for achieving more personalized,
responsive and successful educational experiences for high school students. In contrast
to the long-standing use of single smaller learning communities serving small populations
of students within a larger high school (e.g., magnet programs), smaller learning
communities are now central features of whole-school reform efforts.
In recent years, smaller learning communities have emerged as a strategy to
address the social problems and poor academic performance of students in large high
schools. Smaller learning communities are sub-school structures such as schools-within
schools and academies that offer career choices and more personal and responsive
instructional opportunities for students in large high schools.
The characteristics of the smaller learning communities’ reform model are:
1. Small and Tall: 250-3 50 students from grades 10 to 12 who stay together all
three years with the same group of teachers.
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2. Wall to-Wall: All students are part of a small learning community and all
teachers and administrative staff are at least affiliated with one of the SLCs in
the school.
3. Pure: Students take at least 75% of their courses within their SLC, including
all their core courses and at least one thematic elective each year; and core and
thematic teachers teach their SLC students 90% of the time.
4. Equitable: Staff and students are evenly distributed across SLCs by a range of
indicators such as demographics, achievement backgrounds and EEL/SPED
status for students and years of experience, instructional expertise,
certification, and demographics for staff.
5. Thematic: Students are tracked by their interest, not their ability; all
communities have the same academic standards, SEC placement is by choice
for both students and teachers, each SEC has at least one thematic elective
teacher.
6. Common Planning Time: A sufficient amount of time each week where
teachers can meet to have structured dialogue about instructional
improvement, individual student progress, student outcome data and important
SLC business.
7. Flexible Use ofResources: The SEC staff has influence over the use of their
time, staff, space, and money.
8. Collective Responsibility: Data and processes ensuring that SLCs have
information on their students’ progress and are expected and supported to act
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on it effectively. If a school or school district incorporates the above listed
characteristics when implementing their smaller learning communities’ reform
model, then they will see successful implementation of the smaller learning
communities reform model in their comprehensive high schools serving
predominantly poor and minority students.
This dissertation is designed to assess the impacts of smaller learning
communities in large high schools on student achievement, graduation rate, and
preparation for postsecondary education. The majority of evidence on the inverse
relationship between school size and student outcomes is based largely on correlation
studies of schools of varying size. Evidence suggests that small schools can be powerful
antidotes to the failures of our nation’s largest schools. Several researchers have
compared schools of all sizes and have generally found that students attending small
schools have better outcomes (Cotton, 1996; Cushman, 1996; Glickman, 1993; Levin &
Lezotte, 1990). A comprehensive review of the research on small schools reveals that
students in small settings do as well academically, and often better than those in large
schools. Student attitudes are more positive about school, attendance is higher, dropout
rates are lower, there are fewer discipline problems, and students participate more in
extracurricular activities. All students have equal access to learning at high levels. Team
teaching, integrated curriculum, cooperative learning, and other successful grouping and
instructional strategies that are easier to implement in small schools are more often.
Parents are more involved, and teachers report that working in small schools is more
satisfying. Most important, research suggests that school size affects student
performance, particularly the performance of colored low-income students (Cotton,
1996).
The Problem of Student Achievement in a Selected
School System
This study focused on a high school that is located in an urban area in DeKalb
County in southeast Atlanta. Approximately 1,100 to 1,200 students in grades 9 through
12 were enrolled. The regular education population consisted of approximately 1,043
students while the exceptional education program contained approximately 80 students.
Black students represented 98.9° o of the population; 0.4° o were Hispanic; 0.5° o were
multiracial, and 0.1% were white. Sixty-six percent of the students were eligible for free
or reduced lunches.
This entire high school was designated as a Title I school that served
approximately 200 students in reading and mathematics Title I classes. Student
participation in these core subject area classes was predicated upon their performance on
the Georgia Criterion Referenced Competency Test (CRCT) that was administered in
eighth grade. As a Title I school, it received additional funding from the federal
government to support its students academically, emotionally, physically, and socially.
According to the local school improvement plan (2005), parental participation
was low, with approximately 35% of the parents stating that they were actively involved
in the school on previous year survey conducted by the School Improvement Team
Steering committee. Further analysis by the steering committee revealed even lower
actual participation rates for parental involvement.
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Additionally, standardized test scores and the writing portion of the Georgia High
School Graduation Test are on the decline. Ninth grade and tenth grade pass rates were
low. Forty-two percent of ninth graders in the 2004-2005 school year were retained, and
33% of the tenth graders in the 2004-2005 school year were retained (Local School Plan,
2005). Student failure rates in all subject areas were at an all time high, which had a
direct effect on graduation rate. The following charts illustrate the data prior to the
implementation of the school reform model smaller learning communities: Average
Failure Rate by Department for 2004-2006 (Figure 1 and Figure 2), Attendance Rate for
2005-2007 (Figure 3), Out of School Suspension 2004 (Figure 4), and Average Career
Academy Failure Rate for 2006-2007 (Figure 5).
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Figure 4. Out of School Suspension 2004
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Strategies Utilized for Improving Student Achievement
The school is closely monitoring all programs and strategies that are designed to
help students who have failed the standard curriculum. The school’s effectiveness in
terms of academic achievement, discipline and student attendance has been on the decline
as previously stated as the problem of the selected school. Some of the following
programs were implemented to address the problem of student achievement in the
selected schools:
1. A literacyprogram was implemented to heighten literacy throughout the
school. All teachers took part in a countywide Literacy Intervention
Frequency Training (L.I.F.T.) program to assist students in how to read. Also
this particular school implemented the Drop Everything And Read (DEAR)
program. On Wednesdays everyone in the school building reads during a
certain time.
2. A numeracyprogram was implemented to increase the math scores and to
help prepare the students for the new curriculum in mathematics. Teachers
analyzed pre/post test scores. In doing so, this helped to define the students’
weaknesses and strengths in math and also targeted their areas of deficiency.
3. The extended day program was installed to provide tutorials before/during!
and after school hours to motivate students to study and foster a mentoring
relationship with their teachers.
4. Year round school reform model: The year-round calendar is an increasing
popular alternative to the traditional nine-month school calendar. Year-round
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education is a concept that reorganizes the school year to provide continuous
learning by shortening the long summer vacation into shorter, more frequent
vacations throughout the year. According to Haenn (1996), year-round
schools may be a single-track or multi-track schedule. A single—track
schedule generally calls for an instructional year of 180 days, with short
breaks (or intercessions) throughout the school year. A multi-track schedule
staggers the instructional and vacation/intersession periods of each track
throughout the entire year, so that some students are receiving instruction
while others are on vacation.
Worthen and Zsiray (1994) note that teachers credit the intersession courses also provide
opportunities for teacher experimentation with different curriculum and grade levels.
The cluster consisted of three elementary schools, one middle school and one high
school. The year-round continuous learning cluster decided to use the modified year-
round schedule that consists of 45 days in school and 10 days for intersession. The
intended results of the continuous learning cluster was to eliminate summer learning loss
for students, to enhance teachers’ time management and planning, to increase student and
staff attendance, to increase opportunities for remediation and to eliminate burnout of
teachers. According to the National Association of Secondary School Principals,
Teaching and learning need room for flexibility. This reform would have allowed this
cluster to meet its intended results; however, the flexibility was not granted in a way to
allow growth and achievement. This allowed the smaller learning community reform
model to be introduced.
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Goals
The goals of the smaller learning communities’ reform model that this particular
school implemented were (a) increase academic achievement, (b) increase graduation
rate, (c) decrease discipline rate, (d) increase attendance rate, and (e) increase
collaboration and collegiality among teachers.
Problem Statement
It was proposed to examine the extent to which the smaller learning communities’
strategies as demonstrated in management of meetings in the academies, lesson planning
and teaching as delivered would improve student performance in such areas as:
graduation rate, academic achievement, and attendance in an urban high school when
controlling for gender and free lunch status of students and in comparison with a control
school.
Research Questions
RQ1: How did the Academy students perform as compared to the control
school?
RQ2: Did the treatment school make gain from 9th to 1 1th grade as compared
to the control school?
RQ3: Was the graduation rate for the treatment school significantly different
than the control school?
RQ4: Were there significant difference in the gain scores from ~ to 11th grade
among the academies?
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RQ5: Were there significant differences in the gain scores (9th to 11th) by
gender?
RQ6: Were there significant differences in the gain scores from 9th to 1 1th
grade by paid lunch?
RQ7: Were there significant differences in the high school graduation rate for
the treatment school than the control school?
RQ8: Is there a significant relationship between GPA, EOCT9, MAT9, ENG9,
SCI9, EOCT1 1, MAT1 1, ENG1 1, SCI1 1, SS11, Gender, PDLUNCH,
ACADEMY, School Type and Graduation from high school?
RQ9: What are the variables that would be loaded or placed in the same
component as graduation from high school?
RQ1O: What are the independent variables that predict student performance on
the Georgia High School Graduation Test?
RQ1 1: Is there a significant relationship between Lesson Content, Lesson
Outcome, Student Experience, Innovative Method, Academy Test,
Grade Level Teaching, and Years Teaching Rating of Students’
Performance?
RQ12: What are the variables that would be loaded or placed in the same
component as teacher rating of student performance?
RQ 13: What are the independent variables that predict teacher rating of student
performance?
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Significance of the Study
There is growing consensus that smaller learning communities are a promising
strategy with the potential to reverse the corrosive effects of large, impersonal high
schools on student and teacher motivation and performance. Transforming large high
schools into small learning communities that serve all students is an innovative strategy
that will help all students succeed.
Research indicates that career-oriented magnet programs are statistically more
successful raising students’ academic grades, increasing scores on required state testing,
and producing students who go on to postsecondary and careers at greater rates than
similar students who did not participate. If the smaller learning communities reform
model (SLC) does the same, then the model could be shown to all principals, asst.
principals who deal with the instructional aspects of the school, or district personnel that
monitors implementation of new school reform models to ensure success for all students.
If the strategies that ensure positive student outcomes are proven to have fault, then we
will use corrective measures to ensure positive outcomes are produced to help the schools
in the selected school system.
CHAPTER II
REVIEW OF THE LITERATURE
A persistent call for more effective schools echoes across the nation—from
students and their families, from education reformers and researchers, from governors,
state representatives, and from the United States Congress. One reform that continues to
accumulate supporting research is the creation and implementation of smaller more
personalized high schools. Research and experience show that smaller learning
communities can improve academic achievement for most students by contributing to a
more safe humane and an overall more positive educational experience.
Research findings support the notion that high school students are more
successful when they attend small schools. According to Klonsky (1998), small school
environments positively affect student achievement with noted improvements in grades,
test scores, attendance rates, graduation rates, drugs and alcohol use, and school safety.
Cotton (2000) notes that there is also evidence that large high schools that have been
restructured into smaller learning communities yield similar benefits, especially when the
sub-school units are separate and distinct.
Making high schools smaller is not a panacea for secondary education, but
smaller, more personalized learning structures provide fertile soil for other high school
improvement strategies to take root and succeed. Changes are much easier to implement
in a smaller setting, therefore smaller learning environments create a culture that is more
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hospitable to reform. According to Wood (1992) in Schools That Work, making schools
smaller is the first step toward enhancing school conditions and improving student
outcomes.
Student Academic Performance: Attendance
The magnitude of chronic student absenteeism problem is increasing. Across the
nation each year, children miss five million days of their education by missing school
without their parents’ knowledge (Inman, 2002). Baker, Sigman, and Nugent (2001)
noted that everyday throughout the United States hundreds of thousands of students are
absent without a valid reason that in turn results in unexcused absences. On the other
hand, many more students are missing school with the knowledge and approval of their
parents (Bauer, 1996; Garry, 1996; Heaviside, Rowland, Williams, & Farris, 1998).
While chronic absenteeism has been a much-studied topic nationally, there has
been little consistency in even defining much less getting rid of the problem.
Nationwide, chronic absenteeism is poorly defined and loosely applied in terms of
referring to absence from school without an acceptable reason whether or not the parents
have knowledge or given permission (Christie, 2006). Research also indicates that
several districts cannot differentiate between the excused and unexcused absences
because absences are reported in terms of average daily attendance rate (ADA) or just
how many students are in school on a given day.
Attendance rates are very important to many educators because student’s presence
in the classroom affects their opportunities to learn. Some students seem to learn even
when they have poor attendance; the majority of students will not learn what they have
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not been taught. Most sources say that being present during demonstrations, group
activities, lectures, and experiments will increase the students’ understanding of material
and improve their understanding of curriculum; thus, the students’ grades will improve.
Cavron, Nemerofsky, Rock, and Kerins (1996) report that higher attendance
during lectures and discussion groups relate to higher grade point averages. The United
States Department of Education (2003) noticed the effect of school absenteeism on
student academic achievement. Students who are in school participating in discussions,
doing hands-on activities, listening to lectures first hand, and having the opportunity to
ask questions if they do not understand material have better academic achievement.
Thus, attendance rates are significant because low attendance adversely affects the
achievement of the students and the overall school.
Chronic absenteeism has a negative impact on student achievement. Educators
have long related the importance of class attendance to student achievement. The most
extensive research on absenteeism looks at the relationship between academic
achievement and chronic absenteeism (Blasik, 2005; Landin, 1996; Roby, 2004). The
results show a consistent positive relationship between high attendance and achievement.
Students hear the teacher’s presentation, participate in class discussions and take part in
the school’s primary charge of education and socialization; only in the classroom will the
student be able to do all of those things. Researchers identify absenteeism as one of the
early warning signs that a student is headed for high failure during their educational
career (Bell, Rosen, & Dynlacht, 1994; Dryfoos, 1990; Huizinga, Loecher, & Thornberry,
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1995; Rohrman, 1993). Dynarski and Gleason (1999) noted that students with the
highest chronic unexcused absence rate have the lowest academic achievement.
Allensworth and Easton (2005) found that absenteeism could be a cause for
concern with students who missed five to nine days during the ninth grade, only 63%
graduated. This is compared with 87% of those who missed fewer than five days.
Attendance not only predicted graduation, but it also was highly predictive of course
failure. The ninth grade attendance rate was “eight times more predictive of course
failure” (Allensworth & Easton, 2007, p. 16). The researchers concluded that (a)
attendance is the largest predicator of course failure, and (b) students attend class more
often and are more successful when they have a strong relationship with their teachers,
perceive school and their coursework as important to their future, and have support for
academic achievement from their peers. Also according to Allensworth and Easton,
students viewed classes as being boring, and not interesting enough to capture their
attention; students did not have positive relationships with other students or teachers:
suspension rate was high; climate of the school was unsafe; students could not keep up
with school work or were failing; students found classes not challenging enough and
students could not work and go to school at the same time. Many of these challenges
occur in a traditional high school setting, whereas implementing the smaller learning
community high school model improves attendance of students and also improves student
views of the educational process. Not only do students in smaller schools have higher
attendance rates than those of large, comprehensive high schools, but also students who
change from large schools to small schools generally exhibit improvements in attendance.
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Student Academic Performance: Discipline
There is a strong relationship between classroom discipline and building-wide
discipline. As a matter of fact, classroom discipline is the driving force behind the
building discipline because students spend the majority of their day in the classroom and
often take the discipline culture from the classroom with them throughout the day
weaving in and out of their classes. Marzano (2003) notes that building-wide discipline
is as important as classroom management and may even contribute more to the climate of
the school.
The strategies that are needed to establish and maintain an orderly and structured
building-wide environment are the same strategies used within the classroom. The
behavior that the student exhibits inside the school is the same behavior that should be
consistent in the classroom.
Classroom management is a teacher-level factor that affects student achievement.
Wang, Haertel, and Walberg (1993) concluded that classroom management was the
number one factor that affects academic achievement. A classroom that is chaotic as a
result of poor management does not enhance academic achievement. Several researchers
have defined classroom management. Walter Doyle (1986) defines classroom
management as “covering a wide range of teacher duties from distributing resources to
students, accounting for student attendance and school property, enforcing compliance
with rules and procedures to grouping students for instruction.” (p. 394). Daniel Duke
(1979) defines classroom management as “the provisions and procedures necessary to
establish and maintain an environment in which instruction and learning can occur” (p.
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xii). Brophy (1996) defines classroom management as “actions taken to create and
maintain a learning environment conducive to successful instruction (arranging the
physical environment of the classroom, establishing rules and procedures, maintaining
attention to lessons and engagement in academic activities” (p. 5). According to
Marzano (2003), classroom management is the confluence of a teacher action in four
distinct areas: (a) establishing and enforcing rules and procedures, (b) carrying out
disciplinary actions, (c) maintaining effective teachers and student relationships, and
(d) maintaining an appropriate mental set for management.
Marzano (2003) states that a safe and orderly environment is a critical aspect of
effective schooling. A school that does not attend to this contributing factor risks
undermining all other efforts of school improvement. There are five action steps to
achieve a safe and orderly environment. Marzano (2003) notes:
These address establishing ecological interventions, establishing school-wide
rules and procedures and consequences for violating those rules and
procedures, establishing programs for enhancing student self-discipline and
responsibility, and implementing a system for the early detection of students
at risk for violence or extreme behavior. (p. 59)
Student Academic Performance: Block Scheduling
American high school reform is en vogue. Mediocre high school graduation rates,
coupled with low high school student achievement and declining scores on the Scholastic
Aptitude Test (SAT), have parents, educators, and politicians demanding improvement in
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American high school achievement. For those students who failed by elementary and
middle school, high school maybe the last opportunity to secure a quality education.
In response to demands for high school reform, many high schools are exploring
alternative high school schedules. Parents, educators, and politicians want high schools
to improve student achievement; foster effective relationships among students and
teachers, and reduce stress for students and teachers. For many schools and communities,
block scheduling promises the aforementioned outcomes (Childers & Ireland, 2005).
Proponents of block scheduling highlight the benefits: longer class periods, fewer
daily class periods, and fewer class changes which limit interruptions to instruction to
complete non-instructional routines; for example, taking attendance, and required
paperwork from the district office. It has been noted that teachers using block scheduling
often over-use lecturing to cover the course content (Jenkins, Queen, & Algozzzine,
2002). The over-use of lecturing is contrary to block scheduling. Proponents claim that
block scheduling allows teachers more time to use varied instructional strategies (Jenkins
et a!.). To compensate for the over-use of lecturing, proponents of block scheduling
recommend proactive and ongoing professional development for teachers during the
implementation to equip teachers with complementary instructional strategies, clear
expectations to encourage teachers to use the strategies, and monitoring devices to hold
teacher accountable for the implementation. Some proponents assert that block
scheduling is simply an alternative to the traditional schedule and claim no direct link
between block scheduling and student achievement (Queen, 2000; Veal & Flinders,
2001). These researchers say that block scheduling is only an alternative to traditional
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schedules that provide opportunities for more in-depth study of concepts during an
uninterrupted class period, less stress to students and teachers due to fewer daily classes
for students and teachers, less instructional time loss during transitions, and less
discipline issues due to decreased class changes during the school day (Queen, 2000;
Veal & Flinders, 2001). Trenta and Newman (2002) wrote that block scheduling has an
influence on academic success in high school. Researchers Evans, Tokarczyk, Rice, and
Alison (2002) wrote, “Student achievement has improved, as evidence by increases in
average standardized test scores, the high percentage of students on the honor roll, and
the decreased failure rates” (p. 322).
Several research studies found no significant student achievement gains using
block scheduling versus traditional scheduling (Arnold, 2002; Nicholas, 2005).
Opponents of block scheduling ask why implement block scheduling if there is no
significant achievement benefit. More aggressive opponents of block scheduling assert
that block scheduling is detrimental to student achievement; for example, Iowa State
University published a research study that showed declining scores on the American
College Testing (ACT) for students using a block schedule (Harmston, Pliska, Ziomek, &
Hackman, 2003).
Student Academic Performance: School Size
Kiesling (1968) found a negative relationship between achievement test scores
and school size. According to Cotton (1996), there are many research studies on school
size that find excellent achievement in small schools, while on the other hand there are
studies that show no significant difference between large and small schools. Amy
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Overbay states that research affirming the relationship between smaller schools and
higher achievement indicates that smaller schools appear to be less severe of the negative
effects of poverty (Fowler, 1995; Lee & Smith, 1997).
Danielson (2002) states that Raywind (1998) studied 103 documents related to
school size, none found large schools to be advantageous; small schools have been
proven to be more conducive to academic achievement (Eichenstein, 1994; Bates, 1993;
Walberg, 1992). Lee and Smith (2001) provide numerous examples of how the sense of
community among teachers and students is undermined by the size and bureaucratic
structure of most high schools. There is a distrust among students and teachers and little
attachment to common set goals and values because little opportunity for students and
teachers to get to know each other in many high schools. The large size of high schools,
coupled with the increasing focus on content learning rather than whole-child
development, may also be responsible for another change in teacher-student relationships.
Danielson (2002) notes several finding of other researches on small schools:
Small schools have been found to increase student achievement for students of
low socioeconomic status as well as for minority students (Kershaw & Blank,
1993; Stockard & Mayberry, 1992). Small schools report better attendance
and fewer discipline problems than larger ones, and are more cost effective
(Howley, 1996; Burke, 1987). (p. 28)
Student Academic Performance: Socioeconomic Status (SES)
The socioeconomic status of students is an issue that often impedes their learning.
Children from financially sound families have an advantage states Reid (1999). No
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worries interfere with the homework concentration that was given the night before and no
focus has to be given to a growling stomach. Reid (1999) notes it is fair to say the
socioeconomic status of students has a significant role and is a risk factor related to
student achievement. Some children from families with low SES have low self-esteem
because of their economic situation, which leads them to believe that they are not good at
schoolwork. These same children become victims of learned helplessness (Woolfolk,
1995). They see family members working hard, but never getting ahead. Soon, they start
to believe that it is a hopeless situation and drop out of school, which is a normal family
pattern. Woolfolk cited a study conducted by Bennett (1990), which reported that the
school dropout rate for children from low-income families is approximate one in four.
Another social risk factor associated with low SES students is resistance culture, which is
defined as a group values and beliefs to adopt the behaviors and attitudes of the majority
culture (Woolfolk, 1995). This means that some low SES students will do whatever it
takes to keep their group identity and not rise above poverty. They will reject the
behaviors that would make them succeed in school which are studying, cooperating with
teachers, even coming to class on time and participating (Woolfolk, 1995)
Fowler and Walberg (1991) concluded that an inverse relationship exists between
school size and student outcomes, of the 23 independent variables entered in their data
analysis, the most common, and consistently associated with student achievement was
SES and the second most consistent variable was the percentage of students from low
income families in the school.
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Some studies have indicated that larger school size benefited student performance
in higher SES communities. Howley (1994) stated that the findings from the Matthew
Project provided evidence that impoverished communities may need smaller schools,
they also suggested that in some of the higher SES schools as well, larger school may be
advantageous: “The Matthew Project data for Ohio (and several other states as well)
show that increases in school size benefit achievement in more affluent communities”
(p.21).
Student Academic Performance: Professional Development
The high-stakes atmosphere created by No Child Left Behind (NCLB) has
motivated district leaders and policymakers arguably for the first time to look closely at
the links between professional development activities and their impact in the classroom.
Increased collaboration and collegiality among teachers is one of the most frequently
noted characteristics of effective professional development in the literature (Guskey,
2003). Researchers (Desimone, Porter, Garet, Yoon, & Birman, 2002; McLaughlin &
Talbert, 2001) and practitioners (National Staff Development Council, 2001; American
Federation of Teachers, 1996) have embraced the notion of collaboration and
professional learning communities.
Marzano (2003) states that Villani (1996) notes, “Collegial behavior is
demonstrated by teachers who are supportive of one another” (p. 61). According to
Fullan and Hargreaves (1996), the behaviors that the teachers exhibit are (a) openly
sharing failures and mistakes, (b) demonstrating respect for each other, and (c)
constructively analyzing and criticizing practices and procedures.
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One aspect of professionalism is a sense of efficacy on the part of the teachers.
Marzano (2003) notes that Peterson (1994) states, “Efficacy is grounded in teachers’
perception that they can effect change in their school’s policy-setting mechanisms” (p.
62).
Marzano (2003) notes defining features of collegiality and professionalism
includes the manner in which teachers interact with one another and the nature, scope,
and sequence of professional development activities. “Collegiality and professionalism
involve interactions between teachers that are collaborative and congenial” (p. 67).
Summary
The review of literature suggests that student achievement was influenced by such
variables as (a) attendance (Bauer, 1996; Garry, 1996; Heaviside, Rowland, Williams, &
Farris, 1998), (b) discipline (Wang, Haertel, & Walberg, 1993), (c) block scheduling
(Jenkins, Queen, & Algozzine, 2002), (d) school size (Fowler, 1995; Lee & Smith, 1997;
Marazon, 2003), (e) socioeconomic status (SES) (Reid, 1999; Woolfolk, 1995), and (0
professional development (Guskey, 2003; Villani, 1996).
CHAPTER III
PROGRAM FRAMEWORK
This study was designed to identify student outcomes in relationship to teacher
implementation of smaller learning communities labeled academies. The theory is that
student outcomes in terms of end of course performance and graduation rates will
improve significantly from ninth to eleventh when teachers and students function in
smaller learning communities labeled as academies. The academies are designed to
improve teacher development of professional practices and to lead teachers as a team to
provide (a) instruction that is engaging to students, aligned to standards, rigorous, and to
provide, and (b) students with learning opportunities and experiences that are supported
by teachers with high expectation for student performance. These relationships are
demonstrated in the Figure 6.
In order to evaluate the effectiveness of the program, student outcome variables
that could be measured from school data were identified and retrieved. The Georgia
High School Graduation Test (GHSGT) was used to monitor the eleventh grade
performance. The ninth and eleventh grades End of Course Tests were identified to


































Furthermore, if the teachers in smaller learning communities were expected to
plan instruction for rigorous student academic achievement, provide high expectation,
support for student learning opportunities and capitalize on the student’s experiences,
then preparation for teaching and learning in the classroom needs to be reflected in the
way they pian lessons, teach their lessons and perceive student responsiveness. It was
expected that a questionnaire utilized by Persaud (2006) for evaluation of classroom
teacher effectiveness as perceived by teachers would capture this process. Haynes (2009)
utilized the questionnaire and demonstrated effectiveness in her dissertation. The
questionnaire was adjusted for this program evaluation. The dimensions are defined
below.
The theory was that student outcomes (NCATE Standard I) defined in terms of
the discrepancy between the eleventh grade performance and ninth grade performance,
the gain scores on end of course tests, the student performance in terms of their GPA and
the Georgia High School Graduation Test could be explained by the smaller learning
communities when controlling for student social characteristic variables such as gender
and paid lunch statuses, and location in the various academies. In addition, teachers’
opinions about their student performance, lesson context, lesson outcome, teaching in
relation to student experience, use of innovative methods as teacher might moderate these
and student demographic variables as defined could explain teacher planning for
instruction and teaching as might be impacted by the program’s staff development for
program implementation.
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Definition of Variables and Related Program Terms
School achievement is defined as the mean students’ scores for the school in
Math, English, Science, and Social Studies on the Georgia High School Graduation Test
(GHSGT) at the eleventh grade level and End of Course Test (EOCT) for English in the
ninth and eleventh grade level.
GPA is defined as the students’ overall grade point average for their entire school
years on a scale of 4.2.
EOCTE9 and EOCTE1 1 is defined as the students’ end of course test in English
in grades 9 and 11 coded as Pass 2 or Fail 1.
Math 9 is defined as the Math course the student has taken at the ninth grade level
coded as A 5, if a student earns a B 4, C 3, D 2, and F 1.
Math 11 is defined as the Math course the student has taken at the eleventh grade
level coded as ifa student earns an AS, B 4, C 3, D 2, and F 1.
English 9 is defined as the English course the student has taken at the ninth grade
level coded as if a student earns an A 5, B 4, C 3, D 2, and F 1.
English 11 is defined as the English course the student has taken at the eleventh
grade level coded as if a student earns an A 5, B 4, C 3, D 2, and F 1.
Science 9 is defined as the Science course the student has taken at the ninth grade
level coded as A if a student earns an 5, B 4, C 3, D 2, and F 1.
Science 11 is defined as the Science course the student has taken at the eleventh
grade level coded as if a student earn an A 5, B 4, C 3, D 2, and F 1.
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Social Studies 9 is defined as the Social Studies course the student has taken at the
ninth grade level coded as if a student earn an A 5, B 4, C 3, D 2, and F 1.
Social Studies 11 is defined as the Social Studies course the student has taken at
the eleventh grade level coded as if a student earn an A 5, B 4, C 3, D 2, and F 1.
Georgia High School Graduation Test Math (GHSGTM) is defined as the Math
test given to the students at the eleventh grade level, Pass, coded 2 or Fail coded 1.
Georgia High School Graduation Test English (GHSGTE) is defined as the
English test given to the students at the eleventh grade level, Pass, coded 2 or Fail
coded 1.
Georgia High School Graduation Test Science (GHSGTS) is defined as the
Science test given to the students at the eleventh grade level, Pass, coded 2 or Fail
coded 1.
Georgia High School Graduation Test Social Studies (GHSGTSS) is defined as
the Social Studies test given to the students at the eleventh grade level, Pass, coded 2 or
Fail coded 1.
Student gender is defined as female, coded 1, or male, coded 2.
Student Socioeconomic Status (SES) is defined by student receiving free, coded 1,
reduced, coded 2 or paid, coded 3.
Academy is defined as student chosen academy for their school years tenure
coded, Business Academy 1, Fine Arts Academy 2, Public Service Academy 3, and
Communication Academy 4.
Student performance is defined as TRATESTU in the teacher survey.
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Lesson context is defined as LCONTEXT in the teacher opinion survey.
Lesson outcome is defined as LOUTCOME in the teacher opinion survey.
Student experience is defined as STUEXP in the teacher opinion survey.
Innovative method is defined as INOVMETHOD in the teacher opinion survey.
Academy test is defined as ACADTEST in the teacher opinion survey.
Grade level teaching is defined as GRDLVTC in the teacher opinion survey.
Years teaching is defined as YRSTC in the teacher opinion survey.
Gender is defined as GENDER in the teacher opinion survey.
Student ability is defined as STUABLI in the teacher opinion survey.
Academy is defined as ACAD in the teacher opinion survey.
Teacher Questionnaire Defined
Student performance is defined as TRATESTU in the teacher survey.
Lesson context is defined as LCONTEXT in the teacher opinion survey.
Lesson outcome is defined as LOUTCOME in the teacher opinion survey.
Student experience is defined as STUEXP in the teacher opinion survey.
Innovative method is defined as INOVMETHOD in the teacher opinion survey.
Academy test is defined as ACADTEST in the teacher opinion survey.
Grade level teaching is defined as GRDLVTC in the teacher opinion survey.
Years teaching is defined as YRSTC in the teacher opinion survey.
Gender is defined as GENDER in the teacher opinion survey.
Student ability is defined as STUABLI in the teacher opinion survey.
Academy is defined as ACAD in the teacher opinion survey.
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Academy test is defined as ACADTEST in the teacher opinion survey.
Grade level teaching is defined as GRDLVTC in the teacher opinion survey.
Years teaching is defined as YRSTC in the teacher opinion survey.
Gender is defined as GENDER in the teacher opinion survey.
Student ability is defined as STUABLI in the teacher opinion survey.
Academy is defined as ACAD in the teacher opinion survey.
Free and reduced lunch status is defined as the percentage of students on
free/reduced lunch for the school.
Class size is defined as the number of students in classes as perceived by teachers.
Class size is a variable that could impact teachers’ abilities to deliver effective lessons.
Teachers in large classes might have difficulty in delivering well-planned lessons as
compared to teachers in smaller classes; possibly causing the students’ performance to be
skewed.
Graduation Score is defined as passing Graduation Test in Mathematics, English,
Science and Social Studies in grade 11, Pass, coded 2 or Fail coded 1.
Gain Score is defined as EOCT English 9 and EOCT English 11, Pass coded 2 or
Fail coded 1.
Other Terms in the Program Description
Smaller Learning Communities (SLC) — any separately defined, individualized
learning unit within a larger school setting. Students and teachers are scheduled together
and frequently have a common area of the school in which to hold most or all of their
classes (Sammon, 2000).
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Career Academy — A career academy is a school-within-a-school that focuses on a
broad occupational area, such as engineering, natural resources, or the hospitality
industry. Teachers and students are self-selected. The career academy curriculum directs
students’ attention to the application of school-based learning by including in its
curriculum work-based learning experiences with businesses in the community.
Administrator supervision oflesson planning is defined as the extent to which
administrators facilitate teachers to plan lessons by assessing the strength and weakness
in the students’ performances. Ensure that the three R’ s are present in the lesson plan,
which are rigor, relevance, and relationship.
Administrator observation and assessment ofteaching skills are defined as the
extent to which administrators as observing teaching and learning as it relates to student’s
experiences and learning abilities. Monitor for teaching for higher order thinking skills.
Teacher quality delivery is defined as the extent to which teachers perceive
students as responding positively to their delivery of lessons in terms of higher order
thinking skills.
Departments: School is divided into departments according to their discipline.
Each department has their own leader called department chairs.
Professional Developments Practices: There are five elements that are consistent
with the literature, for which evidence is available as to their efficacy, and others’
learning from on going efforts to improve instruction in struggling high schools. These
elements are necessary (each must be present) and sufficient (when all are there, they will
make a difference).
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• Sufficient time must be available for teachers to work with the right people
under the right conditions.
• Professional development activities need to be guided by shared instructional
goals.
• Ongoing information on student performance and teaching practices must be
available in useful forms and from credible sources.
• Instructional leaders need to build their collective capacity to do whatever it
takes to improve teaching and learning at the individual teacher and
professional learning community levels.
• Timely outside technical assistance must be accessible to get all of the above
off the ground and help make sure its sustained and strengthened over time.
Instructional Focus (Teachers Provide): Each SLC emphasizes the importance of
instruction geared toward improved academic achievement for all students.
• Focus on student learning Instruction is geared toward high expectations and
improved academic outcomes for all students
• Contextualized Instruction—Strong integration of both theory and application
to ensure students are inspired and engaged in learning.
• Integrated CurriculumlTeaching Teams Traditional subject area boundaries
are permeable; curricula may be organized around thematic foci and aligned
across grade levels.
• Large Repertoire of Instructional Strategies—Instruction is research-based
and tailored to student interests and needs as well as the goals of the SLC
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Personalization (Students Experience): The smaller learning communities
implement strategies that take advantage of downsized environments and facilitate all
students being known well.
• Student Involvement—SLCs create opportunities for all students to become
involved in their communities, taking advantage of co-curricular and
extracurricular activities.
• Teacher Involvement—Teachers follow groups of students for multiple years
or teams of teachers share common group of students in order to know
students better and create more personalized learning experiences for them.
Examples of such strategies include looping, teaming, teacher led advisories,
and mentoring activities.
• Instruction is geared toward high expectations and improved academic
outcomes for all students.
Relationships among the Variables
It was expected that student performance outcome (NCATE Standard I) and
defined in terms of the GHSGT, GPA and (EOCT) gain score as represented by the
difference between the eleventh and ninth grade performance on End of Course Tests
(NCATE Standard II: Assessment). The treatment school as compared to a control
school could explain this. The student demographic variable was controlled based on the
smaller learning community’s reform model (NCATE Standard IV Diversity). The
teaching and learning practices were developed in the smaller learning communities
(NCATE Standard III) and professional development strategies by the program (NCATE
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Standard V). In addition, teachers were trained to conduct the program activities
(NCATE Standard V) and the academies were governed through team processes for
effective curriculum and instruction development, implementation and evaluation
(NCATE Standard VI).
These relationships were expected to hold because student performance as
indicated in the review of literature appeared to be influenced by their social conditions.
Therefore, teachers in smaller learning communities would be able to identify such
students and prepare lessons and conduct instructional activities to counteract such
effects (Persaud & Turner, 2002).
Research Questions
RQ 1: flow did the Academy students perform as compared to the control
school?
RQ2: Did the treatment school make gain from 9th to 11th grade as compared
to the control school?
RQ3: Was the graduation rate for the treatment school significantly different
than the control school?
RQ4: Were there significant difference in the gain scores from 9th to 11th grade
among the academies?
RQ5: Were there significant differences in the gain scores (9th to 11th) by
gender?
RQ6: Were there significant differences in the gain scores from 9th to 11th
grade by paid lunch?
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RQ7: Were there significant differences in the high school graduation rate for
the treatment school than the control school?
RQ8: Is there a significant relationship between GPA, EOCT9, MAT9, ENG9,
SCI9, EOCT1 1, MAT1 1, ENG1 1, SCI1 1, SS1 1, Gender, PDLUNCH,
ACADEMY, School Type and Graduation from high school?
RQ9: What are the variables that would be loaded or placed in the same
component as graduation from high school?
RQ 10: What are the independent variables that predict student performance on
the Georgia High School Graduation Test?
RQ 11: Is there a significant relationship between Lesson Content, Lesson
Outcome, Student Experience, Innovative Method, Academy Test,
Grade Level Teaching, and Years Teaching Rating of Students’
Performance?
RQ12: What are the variables that would be loaded or placed in the same
component as teacher rating of student performance?




Permission to Conduct the Study and the Protection of
Human Subjects
The selected school system granted permission to the author of this study to
review the student achievement data within the district as the researcher is a local school
administrator. In terms of the study of human subjects, the school system’s name is not
to be mentioned to ensure anonymity of the system, school, and individual teachers.
Teachers and students cannot be identified since they do not have to state their names,
and the data were analyzed only as group data. Teachers were informed that they could
withdraw at any time. Benefits to the school, teacher, student and the school system are
expected in terms of identifying strategies that might positively impact students’
academic performance.
Research Design
The study is a correlation design study. Data were collected on selected
demographic variables to control for bias in the perceptions of the respondents.
Population and Sample
1. Identified the teacher groups in the treatment school (school #1). The
following grades were utilized: grades 9 through 12 in the treatment.
Therefore, a control school (school #2) was used as a control group.
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2. There are two high schools involved with similar demographics. Both schools
teach the same courses; however, the treatment school (school #1) has the
reform model utilized and the control school (school #2) does not have the
treatment.
3. There was no random sample component of students, and the student gender
and free lunch were attached to their test scores in order to account for any
separate contributions by these variables.
4. To estimate the impact of the treatment, the teachers in each academy were
observed (a) as a teacher of the particular group (academy) based on their
student outcomes in higher order thinking skills in the classroom; (b) As a
member of a functioning academy utilizing the collaborative team approach
(Marazon, 2003) as they process and make decisions about academic success
of their students in their academies; (c) Lesson plans were collected to
evaluate if the teachers are planning for higher order thinking skills.
Instrument
Records of students were examined for student data; 11th grade students were the
unit to be examined and their 9th grade performances in selected variables were attached
to the 11th grade results and gender and free lunch status were also appended. A teacher
questionnaire developed by researcher and Persaud (2006) was used in this study. The
questionnaire is composed of items that address teachers’ perception of developing lesson
planning, teaching based on student experiences, making formative and summative
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assessments, developing innovative teaching methods during their common planning
period and teacher ratings of students’ performance.
In addition, teachers were asked to provide demographic data that was located at
the end of the questionnaire. Teachers completed the demographic information portion
of the questionnaire.
Validity and Reliability of the Teachers’ Perception
Questionnaire
The instrument was validated in the following way. Each teacher’s perception
field of lesson planning during their common-planning time such as: lesson content,
lesson outcome, student experience, innovative method, academy test, and teacher ratings
of students’ performances have been defined in chapter three. Face validity was obtained
by selecting the items on the questionnaire to match the definition of each dimension or
field.
In addition, an item to total scale correlation using the Cronbach Alpha co
efficient method was used to validate the face validity and reliability. The item to scale







Academy test and scoring students based on their performance on summative
and formative tests.
Data Analysis and Scoring
The research questions were analyzed using the Pearson Correlation. The Pearson
Product-Moment Correlation Coefficients were used to determine the degree of relation
between the variables in the research questions.
A Factor Analysis was conducted to group the variables and to assess the patterns
among the variables. Where possible, variables were grouped according to their factor
placement for regression analysis in order to prevent collinear interaction effects.
Regression analysis was conducted to determine the order of contributions made by each
independent variable on the dependent variable. An item to total scale correlation using
the Cronbach Alpha coefficient method was conducted for each of the perception
variables. Correlations for each item were posted for the respective dimensions.
Limitations
1. Though anonymity was guaranteed to the respondents, they might not have
felt absolutely secure and that might have threatened the reliability of the
responses.
2. Teachers as respondents might have felt that they were also being evaluated
and/or might have wanted their academy to “look good” and, therefore might
have inflated their opinions.
3. Students classified as having free/reduced lunch status can be inflated which
would cause the social economic status (SES) of some students to be invalid.
43
Summary
The teachers’ group was identified for school #1 which was in the treatment.
School #2 was used as a control group. There were no random sampling component of
the students; therefore student gender and free/reduce lunch were attached to their test
scores in order to account for any separate contributions by these variables. The impact
of the treatment was estimated by observing the teachers in their classrooms, as well as
during their academy meeting or learning team meetings. Teachers were administered a
teacher perception questionnaire designed to address teacher’s perception of developing
lesson planning, teaching based on student experiences, making formative and summative
assessments, developing innovative teaching methods during their common planning
period and teacher rating of students performance. The Statistical Package for Social




It was proposed to examine the extent to which the smaller learning communities’
strategies as demonstrated in activities in the academies would influence teacher planning
and teaching so that all students would improve in academic performance. The variables
were identified and defined in Chapter III and measured in Chapter IV. In this chapter,
the data are presented in the following order: (a) statistics are provided in relation to the
school and demographic variables; (b) teacher perceptions are analyzed to determine their
reflections on the processes for explanations of student outcomes; (c) correlation analyses
are presented to systematize the relationships among the variables and reduce the
explanations for outcomes to a manageable number of variables for making
recommendations in Chapter VI.
The Pearson correlation analysis was utilized to provide data with respect to each
research question. The results of factor analysis are utilized to identify the independent
groupings of the selected variables into components of similar characteristics.
Regression analysis was utilized to identify the selected variables that would predict the
school’s performance in smaller learning communities.
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Performance by Treatment and Control School Type
RQ 1: How did the Academy students perform as compared to the control
school?
The results with respect to this research question are shown in tables. In Table 1,
school type was not significantly related to differences in the student grade point average.
The result of the t-test indicates that for grade point average by school type (control!
treatment) is not significant at the .05 probability level. In Table 1, the mean scores
between the two schools are slightly close to each other with a difference of .0285 7.
Table 1
Results ofT-test: GPA by School Type
SCHTYPE N Mean Std. Deviation T Df Sig. (2-tailed)
Control (1) 140 2.58571 .51524 .448 353 .654
Treatment(2) 215 2.55714 .62899
GPA scale 1.0—4.2
In Table 2, the results of the t-test indicate that for achievement performance in
the ninth grade by school type (control!treatment) is significant at the .05 probability
level. In Table 2, the mean scores between the two schools are slightly close to each
other with a difference of 0.273 3. The treatment school shows a gain with the academic
achievement of the ninth grader compared to the control school at less than .05 level.
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Table 2
Results ofT-test: Ninth Grade Achievement Performance by School Type
SCHTYPE N Mean Std. Deviation T Df Sig. (2-tailed)
Control (1) 140 2.2476 .7409 -3.331 353 .001
Treatment (2) 215 2.5209 .7649
As show in Table 3, the results of the t-test indicates that achievement
performance in the 11th grade by school type (control/treatment) is significant at the .05
probability level. In Table 3, the mean scores between the two schools are slightly close
to each other with a difference of 0.1521. The treatment school shows a higher academic
achievement by the 11th graders as compared to the control school.
Table 3
Results ofT-test: JJIh Grade Achievement Performance by School Type
SCHTYPE N Mean Std. Deviation T Df Sig. (2-tailed)
Control (1) 140 3.2607 .8513 -3.331 353 .001
Treatment (2) 215 3.4128 .8865
Based on the above analysis, both school-type had approximately the same ninth
grade performance, however, in the posttest, the treatment school in the 11th grade
obtained higher scores. The issue is how the gain was distributed within each school
type.
RQ2: Did the Treatment school make gains from 9th to 1 1th grade as compared
to the control school?
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The results with respect to this research question are shown in the following table.
In Table 4, the results of the t-test indicate that the gain score from 9th to 11th grade
performance by school type (control/treatment) is not significant at the .05 probability
level. In Table 4, the mean scores between the two schools are slightly close to each
other with a difference of 0.1212. The control school shows a gain with the academic
achievement of the 9th grader to 1 1th grader compared to the treatment school, though it
was not significantly different. It is possible that the gain scores in the control school
were better distributed.
Table 4
Results ofT-test: Gain Score in 9th to 11th Grade Performance by School-type
SCHTYPE N Mean Std. Deviation T Df Sig. (2-tailed)
Control (1) 140 1.0131 .8394 1.362 353 .174
Treatment (2) 215 .8919 .8070
RQ3: Was the graduation score for the treatment school significantly different
than the control school?
The results with respect to this question are shown in the Table 5. In Table 5, the
results of the t-test indicates that high school graduation rate by school type
(control/treatment) is not significant at the .05 probability level. In Table 5, the mean
scores between the two schools are slightly close to each other with a difference of
0.0802. The control school shows a slight gain with the graduation rate compared to the
treatment school, though not significant.
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Table 5
Results ofT-test: High School Graduation Score by School Type
SCHTYPE N Mean Std. Deviation T Df Sig. (2-tailed)
Control (1) 140 1.7500 .5737 1.191 353 .234
Treatment (2) 215 1.6698 .6487
Performance by Academy within the Treatment School
RQ4: Were there significant differences in the gain scores from 9th to 11th grade
among the academies?
The results with respect to this question are shown in the following tables.
In Table 6, results of the mean gain scores from 9~’~ to 1 1th grade by academy indicate that
the students in the Fine Arts and Communication Academy showed greater gain on the
9th and 11th grade End of Course Test in English. Also, the teachers in the Fine Arts and
Communication Academy are veteran teachers.
Table 6
Mean Gain Score from 9~ to 11th Grade by Academy
Academy N Mean Standard Deviation
Business Academy (1) 43 .6163 .5661
Fine Arts Academy (2) 50 .9800 .7809
Public Service Academy (3) 72 .8715 .9122
Communication Academy (4) 50 1.0700 .803 8
Total 215 .8919 .8070
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The stability and continuity within the academies were present as well. The
veteran teachers seemed to use their wisdom, freedom and flexibility to reach the students
who were involved in the aforementioned two academies. The results of one-way
analysis of variance on gain score from 9th to 11th are significant at the .05 probability
level.
Table 7
Results ofOne-Way Analysis of Variance on Gain Score from 9th to 11th Grade
Sum of Squares Df Mean Square F Sig (2-tailed)
Between Groups 5.271 3 1.757 2.765 .043
Within Groups 134.083 211 .635
Total 139.354 214
Performance in the Academy: Gain Scores (9th to 11th) by Gender
RQ5: Were there significant differences in the gain scores (9th to 11t~~) by
gender?
The results with respect to this research question are shown in the following
tables. In Table 8, the results of the t-test indicate that for Grade Point Average (GPA)
by gender is significant at the .05 probability level. In Table 8, the difference in the gain
scores between the two genders is 0.33 865. The female students show a slight gain in
their grade point average compared to the male students.
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Table 8
Results ofT-test: GPA by Gender 2005-2009
Gender N Mean Std. Deviation T Df Sig. (2-tailed)
Female(1) 119 2.70835 .56717 4.064 213 .000
Male (2) 96 2.3 6970 .653 82
GPA scale 1.0-4.2
In Table 9, the results of the t-test indicates that for the gain scores (9th to 11th) by
gender is not significant at the .05 probability level. In Table 9, the difference in the
mean scores between the two genders is 0.1058. The female students show a slight gain
in their End of Course Test scores compared to the male students. During the 9th and 1 ~
grade year, the male students closed the achievement gap between the two genders
compared to the gap between the two genders when talking about their grade point
average.
Table 9
Results ofT-test: Gain Scores (91h to JJth) by Gender
Gender N Mean Std. Deviation T Df Sig. (2-tailed)
Female (1) 119 .9391 .7985 .955 213 .341
Male (2) 96 .8333 .8177
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Performance by Paid Lunch
RQ6: Were there significant differences in the EOCT scores from 9th to 1 1th
grade by Paid Lunch?
The results with respect to this research question are shown in the following
tables. In Table 10, results of the mean EOCT scores from 9th to 11th grade by paid lunch
indicate that the students that paid for their lunch (reduced/paid) showed greater gain on
the 9th and 11th grade End of Course Test in English and History. Also the teachers of the
students that receive free lunch may need some assistance in how to reach students that
fall into this category. In Table 10, the following is the differences in the mean EOCT
scores: free and reduced lunch (.4 177), free and paid lunch (.2324), paid and reduced
(.1853). The students receiving reduced lunch showed a gain over students paying for
their lunch as well as the students that are receiving their lunch for free.
Table 10
Mean Gain Scores from 9o1~ to 11th Grade by Paid Lunch
Cost of Lunch Based on Income (Paid Lunch) N Mean Standard Deviation
Free (coded 1) 128 .7780 .7384
Reduce (coded 2) 23 1.1957 .9999
Paid(coded3) 64 1.0104 .8304
Total 215 .8919 .8070
In Table 11, results of one-way analysis of variance on EOCT scores from 9th to
ll~ grade by paid lunch is significant at the .05 probability level.
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Table 11
Results 0fANOVA on Gain Scoresfrom 9111 to 11th Grade by Paid Lunch
Sum of Squares Df Mean Square F Sig (2-tailed)
Between Groups 4.682 2 2.34 1 3.685 .027
Within Groups 134.672 212 .635
Total 139.354 214
Graduation Score by Academies
RQ7: Were there significant differences in the high school graduation score for
the treatment school than the control school?
The results with respect to this research question are shown in the following
tables. In Table 12, results of the graduation score for the treatment and control schools
indicate that students in the Business and Communication Academies showed greater
gains on the graduation rate. Also, the teachers in the Business and Communication
Academies are the teachers who are typically willing to go the extra mile to ensure that
their students graduate from high school. The stability and continuity within the
academies was present as well. Veteran teachers used more flexibility to reach those
students that are involved in these two academies. Teachers of these academies were the
volunteers for many of our safety net initiatives such as Saturday’s school, after school
tutoring, after/before school recovery classes and ZAP (Zeroes Are Not Allowed)
program. In Table 13, results of one-way analysis of variance on High School
Graduation score by Academies are not significant at the .05 probability level.
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Table 12
High School Graduation Score by Academies
Academy
Business Academy (1)
Fine Arts Academy (2)






















Results ofANOVA on High School Graduation Score by Academies
Sum of Squares Df Mean Square F Sig (2-tailed)
Between Groups .307 3 .102 .241 .868
Within Groups 89.746 211 .425
Total 90.053 214
Results on the Teacher Questionnaire
The results on the teacher questionnaire are presented in the following tables. The
purpose is to obtain a sense of how teachers perceive their roles in the program on the
dimensions of the questionnaire. In order to make the five-point scale meaningful for
analysis, Never and Few ratings were combined (1+ 2); Sometimes remained the same
3; and Most/Always 4 5. The ratings are in percent distribution. To make the data
meaningful, the data are analyzed in terms of the following question.
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1. To what extent did teachers perceive that planning in the small learning
communities/academies being conducted by reference to the diversity of the
students’ performance levels, learning styles and context?
The lesson-planning dimension of the teacher’s perceptions questionnaire
includes items one through eight for writing lesson-plans (lesson context), the lesson
content scale obtained a Cronbach Alpha of .8479 indicating a high degree of validity and
reliability. The outcome of the lesson dimension of the teacher’s perception
questionnaire items 9 through 12 after the lesson plans were done (lesson outcome), the
lesson outcome scale obtained a Cronbach Alpha of .863 5 indicating a high degree of
validity and reliability.
The student experience dimension of the teacher’s perception questionnaire
includes items 13 through 17 for writing lesson plans based on student’s experience
(student experience), the student experience dimension obtained a Cronbach Alpha of
.8707 indicating a high degree of validity and reliability. The innovative method
dimension of the teacher’s perception questionnaire includes items 18 through 25 for
developing innovative methods for teaching (innovative method); this dimension
obtained a Cronbach Alpha of .882 1 indicating a high degree of validity and reliability.
The development of academy test dimension of the teacher’s perception
questionnaire includes items 26 through 30 for designing formative and summative test
(academy test); this dimension obtained a Cronbach Alpha of .8830 indicating a high
degree of validity and reliability. The teacher rating of student performance dimension of
the teacher’s perception questionnaire includes items 31 through 41 for scoring students
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based on their performance on summative and formative tests (teacher rating of students’
performance); this dimension obtained a Cronbach Alpha of .8954 indicating a high
degree of validity and reliability.
Teachers were asked to provide demographic data on the final page of the
questionnaire by completing questions 42 through 46. These data are presented in the
following tables.
In analyzing teacher perceptions data, 70% is the cut off point for effectiveness,
since teachers tend to fail students who score less than 70% on a test. The data in Table
14 indicate that strong rating in terms of most or always were obtained by over 70% on
items 2 and 4: identifying concepts failed and methods tried. It could be assumed that
these items reflect the training obtained. However, the function of the academy team to
help in lesson planning is less than 70%. Similarly, teacher identifying weak learners
with diverse learning styles and social backgrounds were rated less than 70%. Teachers
in planning, also appear to target low performing students, teaching for higher order
thinking skills, and improving performance to grade level in a range less than 70%.
In Table 15, items 10 and 12 were rated below 50% in the column of most/always
indicating that the teachers need some assistance on higher order thinking skills (HOTS)
when teaching the students and planning for their lessons.
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Table 14
Contextual Analysis in Planningfor Outcomes
Think of the planning sessions conducted in your Academy in
responding below:
1+2 3 4+5
Rate your Academy Team in showing how, and helping you to write lesson
plans to include:
1. Identifying low perfonning students 6.7 28.9 64.4
2. Identifying the concept areas in which students failed 2.2 20.0 77.8
3. Identifying the causes for students low performance such 4.4 33.3 62.2
as: students’ learning styles and home learning
environments, etc.
4. Identifying the methods teachers tried and/or the need for 4.4 24.4 71.1
alternatives
5. Improving student performance on difficult concept areas 6.7 40.0 53.3
6. Improving student performance on higher order thinking 8.9 31.1 60.0
skills as specified
7. Improving low performing students to grade level or above 15.6 35.6 48.9
8. Improving students who performed at grade level to 11.1 44.4 44.4
perform above grade level




Teacher Rating ofStudents’ Performance on the Full Range ofthe Bloom ‘s Taxonomy
Think of the planning sessions conducted in your Academy in 1+2 3 4+5
responding below:
B. Rate your Academy Team in showing how and helping you to break down the
content you teach and to write lesson plans to include:
9. Basic knowledge on which students must demonstrate 15.6 26.7 57.8
understating on standardized tests
10. Skills students must conduct such as application and 11.1 44.4 44.4
analysis on standardized tests
11. Skills students must conduct such as comparing and 11.1 35.6 53.3
judging the quality of different ideas or concepts on
standardized tests
12. Skills students must conduct such as synthesizing ideas, 8.9 51.1 40.0
creating alternative ideas and making inferences as required
on tests
Cronbach Alpha = .8635
In the area of teaching content in relation to student social experiences, teacher
rating tend to vary from 46.7% to 55.6% on most and always ratings with one item
framing content knowledge in relation to student experience at 5 5.6%. These indications
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appear to be that the teachers did not plan their teaching in relation to student diversity as





Teaching Rating ofthe Academy Team as Helping to Plan and Teach Utilizing Students’
Social Experiences
Think of the planning sessions conducted in your Academy in
responding below:
C. Rate your Academy Team in showing how and helping you to write lesson
plans to include:
Identifying students’ experiences that correspond with the
basic knowledge to be taught
Identifying explanations and questions to frame the basic
content knowledge in correspondence with the everyday
experiences of weak students
Identifying questions we should ask that wound require
weak students to utilize their experiences to understand
basic content knowledge
Identifying questions we should ask that would enable
weak students to transform their everyday experiences into









Think of the planning sessions conducted in your Academy in 1+2 3 4+5
responding below:
C. Rate your Academy Team in showing how and helping you to write lesson
plans to include:
17. Identifying questions we should ask that would enable 8.9 44.4 46.7
weak students to utilize their everyday experiences to
create new ideas or inferences from the textbook
knowledge
Cronbach Alpha = .8707
The issue is whether the teachers see themselves as being effective as gauged by
the students’ responses to teacher innovative methods. In Table 17, items 18, 21, and 22
were rated below 50% in the column of mostJalways indicating that the teachers need
some assistance in developing higher order thinking lessons and assignments, where the
weak students will be able to feel comfortable utilizing higher order thinking when
answering questions. Also teachers have to be willing to adjust their innovative method
to accommodate all students.
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Table 17
Teacher Perceptions about Students’ Responsiveness to Innovative Methods
Think of the planning sessions conducted in your Academy in 1+2 3 4+5
responding below:
D. When you use innovative methods in the teaching process, rate the extent to
which weak students:
18. Make significant improvement in higher order thinking 13.3 42.2 44.4
skills
19. Demonstrate personal experiences that are appropriate for 11.1 33.3 55.6
teaching higher order thinking skills
20. Can relate and integrate the content knowledge of the 13.3 33.3 53.3
different subject areas such as: reading, social studies,
science and math
21. Volunteer to answer higher order questions 24.4 48.9 26.7
22. Utilize higher order thinking skills to answer teacher 17.8 48.9 33.3
questions
23. Work on task when innovative methods are utilized 11.1 31.1 57.8
24. Are responsive to the use of technology in slide 8.9 26.7 64.4
presentation etc. by providing higher order thinking skills
responses to questions asked
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Table 17 (continued)
Think of the planning sessions conducted in your Academy in 1+2 3 4+5
responding below:
D. When you use innovative methods in the teaching process, rate the extent to
which weak students.~
25. Provide higher order thinking skill responses when higher 6.7 31.1 62.2
order questions are asked during the use of hands-on
activities
Cronbach Alpha = .8821
The issue is to determine the extent to which teachers perceive the academies as
showing and helping them in how to conduct formative tests for feedback purposes as
required by the National Council for Accreditation of Teacher Education (NCATE)
Standard II. In Table 18, items 26, 27, 28, and 29 were rated below 50% in the column of
most/always indicating that the teachers need some assistance in developing summative
and formative tests that utilize higher order thinking skills for all students.
A major issue is whether teachers would rate all or most all students as passing
adequately on End of Course Tests. In Table 19, items 32 to 35 were rated below 5000 in
the column of most/always indicating that the teachers need some assistance in
developing lessons, assignments, and test that addresses higher order thinking. Items 38
to 41 were rated below 50% in the column of most/always indicating that the
teachers/school need some assistance in parental involvement.
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Table 18
Teacher Perceptions about the Academy Helping in Conducting Formative Assessment
Think of the planning sessions conducted in your Academy in 1+2 3 4+5
responding below:
E. On the content that were taught, rate your Academy Team in showing how and
helping you to develop evaluation tests such as:
26. Short sentence completion items to assess recall of basic 22.2 40.0 37.8
knowledge as taught
27. True-False items to assess recall of basic knowledge as 28.9 40.0 31.1
taught
28. Multiple Choice Questions (MCQ) to assess recall of basic 20.0 42.2 37.8
knowledge
29. Multiple Choice Questions (MCQ) to assess higher order 26.7 44.4 28.9
thinking skills that are identified and tested on standardized
tests
30. Essay and project assignments to include higher order 13.3 26.7 60.0
thinking skills that are likely to be tested on standardized
tests
Cronbach Alpha = .8830
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Table 19
Teacher Summative Rating ofStudents’ Performance on End ofCourse Tests
Think of the planning sessions conducted in your Academy in 1+2 3 4+5
responding below:
G. During the teaching process and on end ofcourse tests, how many students in
your class.
31. Performed adequately at basic level questions on tests 8.9 35.6 55.6
32. Performed adequately on higher order questions on tests 20.0 48.9 31.1
33. Performed to earn A and B grades on tests 26.7 46.7 26.7
34. Performed on tests to indicate they would pass the Georgia 11.1 51.1 37.8
High School Graduation Test.
35. Performed on tests to indicate they would perform at or 28.9 51.1 20.0
above grade level on norm-referenced tests such as the
SAT
36. Are attentive and on task during instruction 11.1 33.3 55.6
37. Work cooperatively with others 8.9 31.1 60.0
38. Work as self-generated learners 26.7 35.6 37.8
39. Get help from parents in doing assignments 64.4 24.4 11.1
40. Have parents who are doing the kind ofjob that is 68.9 20.0 11.1
knowledge-based and can get learning support
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Table 19 (continued)
Think of the planning sessions conducted in your Academy in 1+2 3 4+5
responding below:
G. During the teachingprocess and on end ofcourse tests, how many students in
your class:
41. Have parents who are responsive to teachers call for 46.7 17.8 35.6
conferences
Cronbach Alpha = .8954
Results of Correlation Analysis Based on Student Data from
Two High Schools
Student data from two high schools, the treatment school and a control group,
were selected by the following variables: grade point average for their entire school
years on a scale of 4.0 (GPA), End of Course English Test grade 9 (EOCT9), grades
earned in the ninth grade in Mathematics grade 9 (MAT9), grades earned in the ninth
grade in English grade 9 (ENG9), grades earned in the ninth grade in Science grade 9
(SCI9), End of Course English Test grade 11 (EOCT11), grades earned in Mathematics
grade 11 (Mat 11), Social Studies grade 11 (SS11), English grade 11 (ENG1 1), Science
grade 11 (SC111) , gender of the students (Gender), Students paid lunch (PD Lunch),
school type (SCHTYPE) and academy (ACADEMY).
It was expected that grade point average, academy and school type would be
significantly related to graduation score. Furthermore, the treatment school would
65
increase the grade point average and both would be related to graduation score as
perceived by teachers.
A Pearson correlation was conducted with the graduation from high school as the
dependent variable and all others were used as the independent to test these relationships.
The results are shown in Table 20. In order to provide purpose to the analysis, the
following questions were proposed:
1. What are the independent variables that are related to the dependent: Students
graduating from high school?
2. Would students in the academies demonstrate pre-post improvement/gain in
End of Course 9th and 11th grades English tests, grades earned in core areas in
grades 9 and 11, grade point average, and Georgia High School Graduation
test when controlling for student gender and free lunch status?
Table 20
Pearson Product Moment Correlation: Graduationfrom High School Compared to
Selected Independent Variables (N 355)
Independent Variables Graduation from High School (GradHigh)
Grade Point Average (GPA) .466*
End of Course Test Grade 9 (English) .231*
Grades Earned in Math 9 .330*
Grades Earned in English 9 .284*
Grades Earned in Science 9 333*
End of Course Test Grade 11 (English) .441*
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Table 20 (continued)
Independent Variables Graduation from High School (GradHigh)
Grades Earned in Math 11 .342*
Grades Earned in English 11 393*
Grades Earned in Science 11 .430*





* Significant at .05 probability level
RQ8: Is there a significant relationship between GPA, EOCT9, MAT9, ENG9,
SCI9, EOCT1 1, MAT1 1, ENG1 1, SCI1 1, SS1 1, Gender, PDLUNCH,
academy, school type and students graduating from high school?
The results in Table 20 indicate that the Pearson Correlation Coefficient between
graduation from high school and GPA is .466. This is significant at the .05 probability
level. This positive relationship indicates that students with high GPA’s tend to graduate
from high school. The Pearson Correlation Coefficient between grad high and EOCT9 is
.231. This is significant at the .05 probability level. This positive relationship indicates
that students who score well on the End of Course English Test in the ninth grade tend to
graduate from high school.
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The Pearson Correlation Coefficient between grad high and MAT9 is .330. This
is significant at the .05 probability level. This positive relationship indicates that students
who perform well in Mathematics in grade 9 tend to graduate from high school. The
Pearson Correlation Coefficient between grad high and ENG9 is .284. This is significant
at the .05 probability level. This positive relationship indicates that students who perform
well in English Literature grade 9 tend to graduate from high school. The Pearson
Correlation Coefficient between grad high and SCI9 is .3 33. This is significant at the .05
probability level. This positive relationship indicates that students who perform well in
Science grade 9 tend to graduate from high school. The Pearson Correlation Coefficient
between grad high and EOCT1 1 is .441. This is significant at the .05 probability level.
This positive relationship indicates that students who score well on the End of Course
English test in the 11th grade tend to graduate from high school. The Pearson Correlation
Coefficient between grad high and MAT1 1 is .332. This is significant at the .05
probability level. This positive relationship indicates that students who perform well in
Mathematics grade 11 tend to graduate from high school. The Pearson Correlation
Coefficient between grad high and ENGI 1 is .393. This is significant at the .05
probability level. This positive relationship indicates that students who perform well in
English grade 11 tend to graduate from high school. The Pearson Correlation Coefficient
between grad high and SCI1 1 is .43 0. This is significant at the .05 probability level.
This positive relationship indicates that students who perform well in Science grade 11
tend to graduate from high school. The Pearson Correlation Coefficient between grad
high and SS1 1 is .366. This is significant at the .05 probability level. This positive
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relationship indicates that students who perform well in Social Studies (United States
History) grade 11 tend to graduate from high school. The Pearson Correlation
Coefficient between grad high and gender is -.030. This is not significant at the .05
probability level meaning there is no significant relationship between students graduating
from high school (grad high) and gender. The Pearson Correlation Coefficient between
grad high and PDLUNCH is .029. This is not significant at the .05 probability level
meaning there is no significant relationship between students graduating from high
school (grad high) and Paid Lunch (PDLUNCH). The Pearson Correlation Coefficient
between grad high and academy is -.060. This is not significant at the .05 probability
level meaning there is no significant relationship between students graduating from high
school (grad high) and academy. The Pearson Correlation Coefficient between grad high
and school type (schtype) is -.063. This is not significant at the .05 probability level
meaning there is no significant relationship between students graduating from high
school (grad high) and school type (schtype).
Results of Factor Analysis
In the correlation analysis, several independent variables were related to the
dependent variables. Therefore, it was necessary to determine if some independent
variables had greater influence on the selected dependent variables than others. Factor
analysis is a statistical procedure for grouping the variables into factors, or components,
according to their highest inter-relationships. The variables loaded into a factor are more
highly related among themselves than with variables loaded into other factors. In this
way, the factors are independent of each other. According to Darren and Mallery (2001),
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the Statistical package for the Social Science (SPSS) calculates the inter-correlations
among all variables and develops a matrix of all correlations. Next, the variables are
sorted from highest to lowest based upon their inter-relationships when the sort command
is used. The variables that are highly inter-related as indicated by their factor coefficients
are loaded into Factor I, or Component I. The next set of inter-related variables are
loaded into Component II, followed by variables in Component III, etc. until all variables
are loaded. A variable is loaded into a component if its factor coefficient is highest in
that component as compared with other components. This study utilized “VARIMAX”
rotation to rotate the initial calculated component so as to obtain the best fit and order of
relationships. VARIMAX rotation results in five factors as shown in Table 21.
Table 21
Varimax Rotation ofAll Variables as Listed in Two High Schoolsfor Component] and
Component 2 (N=355)
Component I Component 2
Georgia High School Graduation Social Studies Test .845
Georgia High School Graduation Science Test .843
Georgia High School Graduation Mathematics Test .839
Georgia High School Graduation English Test .810
Grades earned in grade 11 Mathematics .725
Grades earned in grade 11 Social Studies .700
Grades earned in grade 11 English .641
Grades earned in grade 11 Science .623
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Table 21 (continued)
Component I Component 2
Paid Lunch .427
Variance Explained 18.387 13.850
RQ9: What are the variables that would be loaded or placed in the same
component as graduation from high school?
Component 1 consists of the Georgia High School Graduation Test for Social
Studies (GHSGTT), Georgia High School Graduation Test for Science (GHSGTS),
Georgia High School Graduation Test for Mathematics (GHSGTM), and Georgia High
School Graduation Test for English (GHSGTE), indicating that students that do well on
one of the graduation test will predict they will do well on the other tests as well.
Component 2 consists of grades earned in Mathematics grade 11 (Mat 11), Social Studies
grade 11 (SS1 1), English grade 11 (ENG1 1), Science grade 11 (SCI1 1) and Students paid
lunch (PD Lunch), indicating that students in the 11th grade who perform well in their 11
grade courses will do well on the graduation tests. Students that pay for their lunch will
achieve or perform well in their classes. Component 3 consists of grades earned in the
ninth grade in English grade 9 (ENG9), grade point average for their entire school years
on a scale of 4.0 (GPA), grades earned in the ninth grade in Mathematics grade 9
(MAT9), grades earned in the ninth grade in Science grade 9 (SCI9), and gender of the
students (Gender) indicating students in the ninth grade that perform well in English will
perform well in their other subjects during their ninth grade year. Also, students that
perform well in English during their ninth grade year will have a successful tenure in
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school. There was an inverse correlation with the gender indicating that females did
much better than the males during their freshman year as well as their tenure in school.
Component 4 consists of school type (SCHTYPE) and academy (ACADEMY) indicating
it did not matter which school had the treatment; students still performed. Component 5
consists of End of Course English Test grade 9 (EOCT9) and End of Course English Test
grade 11 (EOCT1 1) indicating the students that do well on the End of Course English test
in grade 9 will perform well on the End of Course English test in grade 11 (Table 22).
Table 22
Varimax Rotation ofAll Variables as Listed in Two High Schoolsfor Component 3,
Component 4, and Component 5 (N 355)
Component 3 Component 4 Component 5
Grades earned in grade 9 English .744
Grade Point Average .714
Grades earned in grade 9 Math .652




End of Course English 9 Test .884
End of Course English 11 Test .668
Variance Explained 13.798 10.731 8.742
72
Grouping of the Variables
Based on the results of factor analysis of all variables, the variables were
combined as follows: Component 1 consists of grades earned in the 9th grade
Mathematics, English, Science and Social Studies (ABILITY9), grade point average for
their entire school years on a scale of 4.0 (GPA), grades earned in the 11th grade in
Mathematics, English, Science and Social Studies (PEFORM 11), English End of Course
Test in grade 11 (EOCT11), English End of Course Test in grade 9 (EOCT9), Graduation
Test in Mathematics, English, Science and Social Studies in grade 11 (GRADHIGH)
indicating that students who perform well in their core classes in grade 9 will do well in
grade 11 as well as perform successfully on the standardized tests in grade 9 and grade
11. Furthermore, those students who perform well in grade 9 will also complete
successful school tenure. Component 2 consists of school type (SCHTYPE) and
academy (ACADEMY) indicating it did not matter which school had the treatment;
students still performed. Component 3 consists of gender (GENDER) and students paid
lunch (PDLUNCH) indicating there was an inverse correlation with the gender indicating
that females that paid for their lunch did much better than the males (Table 23).
Table 23
Rotated Component Matrix ofCombined Variables













Varianceexplained 31.763 18.995 11.813
Results of Regression Analysis
According to Darren and Mallery (2001), when the dependent variable is related
to several independent variables, it may be necessary to establish the order of the
relationships. Therefore, there is a need to determine the order in which each
independent variable contributes to change on the dependent variable. The purpose of
regression analysis is to determine the order that each independent variable contributes to
the selected dependent variable. This procedure allows the researcher to identify the
independent variable(s) that is/are most critically significant in impacting the dependent
variable. In the correlation analyses, students’ performance on the Georgia High School
Graduation Tests (GRADHIGH) during their grade 11 is significantly related to the
following independent variables: grades earned in the 11th grade in Mathematics, English,
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Science and Social Studies (PEFORM 11), English End of Course Test in grade 11
(EOCT1 1), grades earned in the 9th grade in Mathematics, English, Science and Social
Studies (ABILITY9), and school type (SCHTYPE). Therefore, there is a need to
determine the order in which these variables explain or predict student performance as
defined by Georgia High School Graduation Test scores.
RQ1O: What are the independent variables that predict student performance on
the Georgia High School Graduation Test?
Regression analysis is the preferred method for providing data with respect to this
issue (Darren & Mallery, 2001). In stepwise regression, each independent variable is
entered into the equation according to its order of highest relationship with the dependent
variable while all other variables are held constant. The beta coefficient is calculated for
each independent variable (with the dependent) while the other independent variables are
held constant. Therefore, the calculated standardized beta coefficient represents the
amount of change associated with the students’ performance on the Georgia High School
Graduation Test (GRADHIGH) during grade 11. In Table 4, the results indicate that
student performance in the core classes and standardized test in grade 11 is the main
predictor of performance on the Georgia High School Graduation Test (GRADHIGH)
when the other variables are statistically controlled (Table 24).
75
Table 24
Dependent Variable: GRADHIGH with Combined Variables as Listed
Independent Standardized
variables Coefficients
Model 7 Std. Error Beta T-value Sig. Level
(Constant) .210 1.623 .105
PEFORMI 1 .045 .245 3.834 .000
EOCT11 .049 .270 5.150 .000
GPA .079 .097 1.304 .193
SCHTYPE .105 -.172 -2.067 .039
ABILITY9 .059 .182 2.509 .013
EOCT9 .047 -.063 -1.106 .269
GENDER .056 .081 1.813 .071
PDLUNCH .031 -.005 -.110 .912
ACADEMY .034 .056 .681 .496
Adjusted R Square = .328; Standard Error .5087
F Ratio = 20.221; Significant level .000
Results on Teacher Opinion about Planning in the Academies
The school was organized around academies in order to breakdown the school
from a total of 1,150 students into smaller learning communities to function as teams in
planning and decision making. The rationale was that smaller learning communities will
facilitate greater participation and more relevant decisions to positively influence
curriculum planning and teaching with high performance of students as rated by teachers
based on assignments completion. Therefore, it appeared necessary to determine the
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extent to which teachers perceived the functioning of the academies influencing their
rating of students’ performance as well as how they plan their lessons context, learning
outcomes, teaching through student experiences, student responses to their teaching
methods, construction of tests on what they taught related to their ratings of students’
performance. Furthermore, are their demographic variables related to their perceptions
about students?
A Pearson Product- Moment Correlation was conducted on teacher rating of
student performance (TRATESTU) as the dependent variable and all other variables as
the independent variable such as: lesson context (LCONTEXT), lesson outcome
(LOUTCOME), student experience (STUEXP), innovative teaching method
(INOVMETH), test development (ACADTEST), grade level teaching (GRDLVTC),
number of years teaching (YRSTC), gender (GENDER), student ability (STUABLI),
academy (ACAD). The data is presented in Table 25.
Table 25
Pearson Product Moment Correlation: Teacher Rating ofStudents’ Performance in the
Academic Areas Compared to Selected Independent Variables (N 45)
Teacher Rating of Students’ Performance
Independent Variables (TRATESTU)
LESSON CONTENT (LCONTEXT) .638*
LESSON OUTCOME (LOUTCOME) .376*
STUDENT EXPERIENCE (STUEXP) .575 *
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Table 25 (continued)
Teacher Rating of Students’ Performance
Independent Variables (TRATESTU)
INNOVATIVE METHOD (INOVMETH) ~.635*
ACADEMY TEST (ACADTEST) .510*
GRADE LEVEL TEACHING (GRDLVTC) .101
YEARS TEACHiNG (YTRSTC) .368*
GENDER (GENDER) -.204
STUDENT ABILITY (STUABLI) .506*
ACADEMY (ACAD) .129
*significant at .05 level
In order to provide purpose to the analysis, the following research question was
proposed:
RQ1 1: Is there a significant relationship between lesson content, lesson outcome,
student experience, innovative method, academy test, grade level teaching,
years teaching and teacher rating of student performance in the academic
areas?
Data in Response to the Research Question
The results in Table 25 indicate that the Pearson Correlation Coefficient between
TRATESTU and LCONTEXT is .63 8. This is significant at the .05 probability level.
This positive relationship indicates that teachers who develop their lessons to meet the
needs of all students tend to rate their students’ performance in the academic area as high.
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The Pearson Correlation Coefficient between TRATESTU and LOUTCME is .376. This
is significant at the .05 probability level. This positive relationship indicates that teachers
who break down the content that is taught tend to rate their students’ performance in the
academic area as high. The Pearson Correlation Coefficient between TRATESTU and
STUEXP is .575. This is significant at the .05 probability level. This positive
relationship indicates that teachers who incorporate student experiences into their lesson
tend to rate their students’ performance in the academic area as high. The Pearson
Correlation Coefficient between TRATESTU and INOVMETH is -.635. This is
significant at the .05 probability level. This is an inverse relationship, which indicates
that teachers who use innovative methods of delivery of their lesson tend to rate their
students’ performance in the academic area as low. The Pearson Correlation Coefficient
between TRATESTU and ACADTEST is .5 10. This is significant at the .05 probability
level. This positive relationship indicates that teachers who develop concrete
assessments tend to rate their students’ performance in the academic area as high. The
Pearson Correlation Coefficient between TRATESTU and GRADLVTC is .101. This is
not significant at the .05 probability level meaning there is no significant relationship
between teacher rating of students’ performance in the academic areas (TRATESTU) and
grade level teaching (GRDLVTC). The Pearson Correlation Coefficient between
TRATESTU and YRSTC is .368. This is significant at the .05 probability level. This
positive relationship indicates that teachers who have more experience in the teaching
profession tend to rate their students’ performance in the academic area as high. The
Pearson Correlation Coefficient between TRATESTU and GENDER is -.204. This is not
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significant at the .05 probability level meaning there is no significant relationship
between teacher rating of students’ performance in the academic areas (TRATESTU) and
gender (GENDER). The Pearson Correlation Coefficient between TRATESTU and
STUABLI is .506. This is significant at the .05 probability level. This positive
relationship indicates that teachers who scored their students’ ability high tend to rate
their students’ performance in the academic area high. The Pearson Correlation
Coefficient between TRATESTU and ACAD is .129. This is not significant at the .05
probability level meaning there is no significant relationship between teacher rating of
students’ performance in the academic areas (TRATESTU) and academy (ACAD).
Results ofFactor Analysis
A factor analysis was conducted utilizing all the selected variables. Factor
analysis is a procedure for reducing a large number of variables into fewer components as
indicated by their factor coefficients. A variable is loaded or placed in a factor or
component if the factor coefficient is highest in that factor or component. It was
necessary because of the large number of variables that were related to teacher rating of
student performance.
In order to provide purpose to the analysis, the following research question was
proposed:
RQ12: What are the variables that would be loaded or placed in the same
component as teacher rating of student performance?
A factor analysis was conducted with teacher rating of student performance in the
academic areas as dependent and all other selected variables as independent. The results
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indicate the following: Component one consists of lesson context (LCONTEXT), student
experience (STUEXP), test design in the academies (ACADTEST), innovative method
(INOVMETH), teacher rating of student performance in the academic areas
(TRATESTU), lesson outcome (LOUTCOME), student’s ability level (STUABLI).
Therefore, these are the only variables that are highly correlated and when interacting
together they are independent of other variables. In component one, student responses to
teacher perceived innovativeness is inversely related to the other variables which
indicates that teachers who use innovative methods of delivery of their lesson tend to rate
their students’ performance in the academic area as low. Component two consists of
grade level teaching (GRDLVTC), and gender (GENDER) indicating there was an
inverse correlation with the gender denoting that more female teachers teach students
from the different grade levels. Component three consists of academy (ACAD) and
teaching experience (YRSTC) indicating there was an inverse correlation with the
academy denoting that teachers in the Communications Academy have the most
experienced teachers (Table 26).
Table 26
Results ofFactor Analyses: All Variables Reduced to Three Components (M 45)






Component 1 Component 2 Component 3
Innovative Method -.772
Teacher rating of students .760
Lesson Outcome .718
Student Ability .643




Percent variance explained 39.291 13.662 11.852
Results ofRegression Analysis
A regression analysis was conducted with teacher rating of student performance
on the academic areas as dependent and all other selected variables as independent. It
was intended to determine if there were any separate contributions to be made by the
independent variables and what was the order of any independent effects on the
dependent variable—teacher rating of student performance.
The research question for guiding the analysis is RQ 13:
RQ 13: What are the independent variables that predict teacher rating of student
performance?
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In Table 27, the results indicate that teaching experience (YRSTC), teacher
perceptions of student responsiveness to teacher innovative methods (INOVMETH) and
teacher rating of student ability (STUABLI) are significant predictors of teacher rating of
student performance. All other variables have no significant effect.
Table 27
Results ofRegression Analysis: Teacher Rating ofStudent Performance as Dependent




Model 5 Std. Error Beta T-value Sig. Level
Constant .627 .660 .514
LCONTEXT .198 .235 1.183 .245
YRSTC .052 .253 2.113 .042
INOVMETH .168 -.333 -1.823 .077
STUABLI .235 .283 2.062 .047
LOUTCOME .130 -.075 -.474 .638
STUEXP .190 .025 .120 .905
ACADTEST .125 .073 .458 .650
GRDLVTC .114 -.123 -1.022 .314
GENDER .146 -.103 -.862 .395
ACAD .076 -.040 -.352 .727
Adjusted R Square Change .566 1
F Ratio = 5.66 1 and significant at .05 level
83
The inverse relationship between teacher perceptions of student responsiveness to
teacher innovative methods and teacher rating of student performance indicated that
when teachers rated student performance low they rated student responsiveness to their
innovative methods high. The explanation appeared to be when teachers are planning for
innovative delivery methods of their subject matter, their perception was that the students
should respond or perform well on their assessments; however, the students are not
responding well on the teachers’ assessments. This should be an indication to the
teachers to reflect on their innovative delivery to see if the students are performing well
or determine if this is an opportunity to reflect and redeliver for the students.
Summary of Findings
The focus of this chapter was to present the statistical analysis of data with respect
to each hypothesis and each respective findings. The data analysis results include the
following: Results on Student Data from Two High Schools and Teachers’ Opinions
about Planning in the Academies.
Results on Student Datafrom Two High Schools
• Graduation from high school is significantly related to Grade Point Average.
• Graduation from high school is significantly related to End of Course 9
(English).
• Graduation from high school is significantly related to Grades Earned in
Mathematics 9.
• Graduation from high school is significantly related to Grades Earned in
English 9.
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• Graduation from high school is significantly related to Grades Earned in
Science 9.
• Graduation from high school is significantly related to End of Course 11
(English).
• Graduation from high school is significantly related to Grades Earned in
Mathematics 11.
• Graduation from high school is significantly related to Grades Earned in
English 11.
• Graduation from high school is significantly related to Grades Earned in
Science 11.
• Graduation from high school is significantly related to Grades Earned in
Social Studies 11.
• Graduation from high school is not significantly related to gender.
• Graduation from high school is not significantly related to paid lunch status.
• Graduation from high school is not significantly related to academy.
• Graduation from high school is not significantly related to school type.
Results on Teacher Opinion about Planning in the Academies
• Teacher rating of student performance in the academic areas (TRATESTU) is
significantly related to lesson context (LCONTEXT).
• Teacher rating of student performance in the academic areas (TRATESTU) is
significantly related to lesson outcome (LOUTCOME).
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• Teacher rating of student performance in the academic areas (TRATESTU) is
significantly related to student experience (STUEXP).
• Teacher rating of student performance in the academic areas (TRATESTU) is
significantly inversely related to Innovative Method (INOVMETH).
• Teacher rating of student performance in the academic areas (TRATESTU) is
significantly related to Academy Test (ACADTEST).
• Teacher rating of student performance in the academic areas (TRATESTU) is
significantly related to Years Teaching (YTRSC).
• Teacher rating of student performance in the academic areas (TRATESTU) is
significantly related to Student Ability (STUABLI).
• Teacher rating of student performance in the academic areas (TRATESTU) is
not significantly related to Grade Level Teaching (GRDLVTC).
• Teacher rating of student performance in the academic areas (TRATESTU) is
not significantly related to Gender (GENDER).
• Teacher rating of student performance in the academic areas (TRATESTU) is




Educators today are challenged to combat the societal ills: racism, poverty,
illiteracy, drug abuse, and poor-health that many African American students face each
day. Since the decades of Jim Crow and Brown versus the Topeka Board of Education,
African-American students have been relegated to second-class citizenship and inferior
educational facilities and resources. African-American students have consistently scored
lower on standardized test and have higher dropout rates (Irvine, 1990).
Despite progress made in the state courts and in the local communities,
educational challenges persist for the African-American student. Integration placed
blacks in the same facilities as white students. This move, however, did not
automatically result in a paradigm shift for the educational experts, researchers, and other
educational specialists. Through unfair disciplinary practices and hidden curriculum,
lower working class students, particularly blacks have learned to be subservient, docile,
and dependent (Irvine, 1990). Much of the research on the African-American student
tends to emphasize the negative aspects of their educational experiences, such as




Many high school reform strategies have long advocated for abandoning
traditional bureaucratic structures in favor of smaller and more personalized settings such
as small schools and smaller learning communities (SLC5). Significant numbers of
schools and districts are now responding to this call, especially in their severely
struggling schools. In many large, non-selective urban high schools, fewer than half the
students who enter the ninth grade go on to graduate. While the problems associated with
this fact are rooted in the inadequate preparation many students receive in grade school
and middle school. The most noticeable feature becomes visible when the students reach
the ninth grade, where the promotion requirement is tougher to achieve. Researchers
suggest that the largest gap in promotional rate is between the ninth and tenth grades. As
many as 40% of students in urban high schools fail to get promoted from the ninth to the
tenth grade on time, and fewer than 20% of those students recover from the failure and go
on to graduate.
Review ofLiterature
The review of literature suggests that student achievement was influenced by such
variables as: (a) Attendance (Bauer, 1996; Garry, 1996; Heaviside, Rowland, Williams,
& Farris, 1998); (b) Discipline (Wang, Haertel, & Walberg, 1993); (c) Block scheduling,
(Jenkins, Queen, & Algozzine, 2002); (d), School size (Fowler, 1995; Lee & Smith,
1997; Marazon, 2003); (e) Socioeconomic Status (SES) (Reid, 1999; Woolfolk, 1995);
and (f) Professional development, (Guskey, 2003; Villani, 1996).
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Theoretical Framework
This study was designed to identify student outcomes in relationship to teachers’
perceptions to smaller learning community. The study sought to inform educators,
parents, and interested members of the community of some of the student outcomes in a
smaller learning community. The research will benefit administrators who design
curriculum and structure school programs, as well as teachers who structure and deliver
classroom lessons.
Improved students outcomes in attendance, progress towards graduation, test
scores and graduation rate has been provided by teachers who give rigorous instruction
that is engaging and aligned with the local professional standards. Once the teachers
provide the contextualized instruction and instructional strategies that are tailored to
student interests and needs, students will experience learning opportunities such as
tutorial services before, during and after school. Enrichment services are provided during
the summer for students to experience. Instruction is geared toward high expectations
and improved academic outcomes for all students. Teachers are divided into departments
according to their discipline. Each department has their own leader called department
chairs. Also teachers are divided into career academies that focus on a broad
occupational area such as engineering, natural resources, or the hospitality industry.
Professional development practices are provided in both the departments and academies.
These practices are designed to help the teachers to improve instruction in struggling high
schools. According to Sammon (2000), smaller learning communities are designed as
individualized learning units within a larger school setting where students and teachers
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are scheduled together and frequently have a common area of the school in which to hold
their classes. Finally, improved student outcomes will be produced when teachers
provide instruction that is rigorous while they are in their department and/or academy
setting. Students’ experiences are determined by their teacher’s instruction delivery,
which was developed through their professional development training. The reform model
that will help provide the necessary framework is called smaller learning communities
(SLC).
Research Methods
The study is a correlation design study. Data were collected on selected
demographic variables to control bias in the perceptions of the respondents.
Population and Sample
• Identify the teacher groups in school #1. All grades were utilized in the
treatment; therefore, a second school (school #2) was used as a control group.
• There are two high schools involved with similar demographics. Both schools
teach the same courses and both administer the same type of test however one
school (school #1) has the treatment and the other school (school #2) does not
have the treatment.
• There was no random sample component of students and the student gender
and free lunch was attached to their test scores in order to account for any
separate contributions by these variables.
• To estimate the impact of the treatment, the teachers in each academy were
observed (a) as a teacher of the particular group (academy) based on their
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student outcomes in higher order thinking skills in the classroom, (b) as a
member of a functioning academy utilizing the collaborative team approach
(Marazon, 2003) as they process and make decisions about academic success
of their students in their academies, and (c) lesson plans were collected to
evaluate if the teachers are planning for higher order thinking skills.
Main Findings
The main findings were that in the correlation analysis the results indicate that
though several independent variables are significantly related to graduation from high
school, the students performance on the Georgia High School Graduation Test
(GRADHIGH) during grade 11 indicate that students performance in the core classes and
standardized test in grade 11 is the main predictor of performance on the Georgia High
School Graduation Test when the other variables are statistically controlled. Also the
results indicate that teaching experience, teacher perceptions of student responsiveness to
teacher innovative methods and teacher rating of student ability are significant predictor
of teacher rating of student performance. All other variables have no significant effect.
Implications
Smaller Learning Communities (SLC5) should be seen as a platform for
supporting other needed reforms in high schools and should not be seen as a stand-alone
or self-sufficient school improvement strategy. The theories of change in the small
learning communities’ model are consistent with prior research on the developmental
needs of adolescents as they navigate the challenging transition into the ninth grade and
through the career academies in grades 10-12. SLCs recognize that large comprehensive
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high schools can be anonymous and alienating places for early adolescents. This is the
reason why smaller learning communities seek to create a more nurturing and supportive
environment by providing ninth-graders and career academies with their own section of
the school building and a faculty that is especially interested in assisting them in meeting
the special challenges they face in their first year of high school.
High Schools That Work builds on the SLC concept by establishing the Family
Advocate System in which small groups of students form close, personalized
relationships with an adult in the school building. That adult takes personal responsibility
for his or her students and serves as an advocate for their academic, social, emotional and
even physical needs. It is critical to build on the basic structural elements of the SLC
concept by including explicit initiatives aimed at forging close working and personal
relationships between students and adults in the school. These adults must be particularly
sensitive and caring to the special needs of all students in the schoolhouse.
Another example of how SLCs can serve as a vehicle for other critical supports to
students is High Schools That Work and First Things First’s use of the 4X4 block
schedule and extended periods within the SLCs and most notably, their double dosing of
courses in reading/English language arts and Math. This emphasis derived from a
recognition that many students arrive in the ninth grade without the necessary basic skills
to succeed in high school courses. Basically, SLCs must be complemented by intensive
academic supports that help struggling ninth-grade students prepare for high-caliber
academic coursework in high school.
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Recommendations
Recommendations are provided for classroom teachers, building administrators,
area superintendents, superintendent cabinet, school board, state legislature and
researchers as follows:
Classroom Teacher
Each classroom teacher should align the curriculum content to students’
experiences by utilizing high definition teaching methods.
This recommendation is based on the finding in Table 3, Chapter V, items 13, 15,
16 and 17 were rated below 50% in the column of most/always indicating that the
teachers needed some assistance in identifying with the experiences that weak students in
their academies have encountered and being able to use those experiences to help develop
lessons that utilize higher order thinking skills.
Teachers also need some professional development in designing lesson plans and
assignments using higher order thinking skills.
This recommendation is based on the finding in Table 4, Chapter V, items 18, 21,
and 22 were rated below 50% in the column of most/always indicating that the teachers
need some assistance in developing higher order thinking lessons and assignments, where
the weak students will be able to feel comfortable utilizing higher order thinking when
answering questions. Also teachers have to be willing to adjust their innovative method
to accommodate all students.
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Building level school administrators
Building level school administrators should conduct pre-post conferences with
each teacher to ensure that what they suggested to teachers is practiced in the classrooms
especially those teachers who teach ninth and eleven grade students and lead team
meetings.
This recommendation is based on the findings that in the factor analysis,
component 1 consists of the Georgia High School Graduation Test for Social Studies,
Science, Mathematics, and English, indicating that students who do well on one of the
graduation test will predict they will do well on the other tests as well. Component 2
consists of grades earned in Mathematics grade 11, Social Studies grade 11, English 11,
Science 11 and Students paid lunch, indicating that students in the eleventh grade who
perform well in their 11th grade courses will do well on the graduation test. Students that
pay for their lunch will achieve or perform well in their classes. Therefore, building
administrators’ leadership skills and other variables are unlikely to impact effective
teaching unless the administrators review lesson plans and observe teaching to ensure that
teaching strategies are aligned to the socio-economics conditions, learning styles and
interests of learners. Based on Persaud and Turner’s (2002) model, an administrator is
advised to practice the following activities:
• Conduct pre-planning conference with teachers on lesson planning techniques
and teaching methods for ensuring teaching in relation to students’
characteristics.
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• Utilize learning teams to ensure that each teacher targets low achievers,
identify their social characteristics and plan lessons to counteract the negative
social conditions.
• Utilize learning teams to observe whether or not higher order thinking skills
are taught in relation to students’ social experience.
• Ensure that all administrators conduct follow-up observations to review that
teachers’ field explanations and question to relate the textbook knowledge to
students’ experiences, and use student’s answers to build higher order
thinking skills in relation to Georgia High School Graduation Test items.
• Conduct post-observation conferences with teachers to ensure alignment of
the above steps.
• Ensure that professional development activities provide knowledge and skills
to conduct the above activities.
• Oversee that counseling and parental activities support teachers in the above
steps.
• Facilitate teachers in helping them to develop strategies that would enable
weak students’ and allow parents to supervise instruction at home.
The Area Superintendent
The Area Superintendent should conduct pre-post conferences with each principal
to ensure that the principal supervises teachers in engaging students on instructional
strategies that enable students of low socioeconomic conditions, African-American boys,
and weak students to improve their performances on the Georgia High School Graduation
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Test. The Area superintendent should work collaboratively with the principal to secure
the necessary points to acquire personnel that would allow common planning time among
the teachers. Once common planning time has been established, the principal will work
to organize in-school faculty training by academies to cover the following topics: lesson
planning to cater to the needs of the weak students, teaching for higher order thinking
skills, teaching in relation to Georgia High School Graduation Test, and observation of
teaching to ensure that higher order thinking skills are taught.
Cabinet Personnel
The superintendent and cabinet should take the lead at cabinet meetings to
provide opportunities for each area superintendent to relate plans for ensuring that all
teachers in each school utilize strategies for addressing weak students, and enhancing low
socio-economic student achievement. Furthermore, the superintendent should conduct
pre-post conferences with all area superintendents on the student achievement. All
resources should be addressed to ensure that all personnel implement the strategies.
Board ofEducation
The Board of Education ought to engage the superintendent in an annual pre
planning conference to address student achievement for the school district. In addition,
pre-post conference should be conducted with the superintendent on the performance of
students of low socioeconomics and weak students based on the need of the district.
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State Level Policy Makers
The state legislature sets the state’s budget for education and creates policies that
affect the requirements that local school districts must implement in order to qualify for
state funding. The state legislature must develop more extensive budgets for teacher
development in schools of low socioeconomic conditions and weak students.
Academy/Team Leaders
Based on Persaud and Turner’s (2002) model, an administrator or academy leader
is advised to practice the following steps to guide his/her academy team meetings. The
leader and other members of the team could plan in a collaborative manner by:
• Communicating procedures on how meetings to conducted.
• Identifying the problem.
• Defining objectives that have not been solved.
• Justifying the causes for failed objectives based on the data.
• Setting new objectives or outcomes.
• Choosing program strategy to help alleviate the problem.
• Designing an implementation plan.
• Developing an evaluation plan.
• Encouraging collaboration among team members that is effective.
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Recommendationsfor Further Research
Further research is needed:
• To use the same study; however, utilizing a qualitative approach by
identifying low and high achieving schools and to determine the effective
variables that impact student achievement using teacher questionnaire,
participant observations, and document analysis.
• To replicate the study experimentally by training teachers and administrators
in high definition skills and to conduct observation of teaching and team
meetings to determine effectiveness in each classroom as well as team
meetings.
Summary
The problem in the context was identified as low student achievement, and the
main variables in the literature were identified to facilitate the definition of the research
field. It was proposed to examine the extent to which the smaller learning communities’
strategies demonstrated in management of meetings in the academies, lesson planning
and teaching as delivered would improve student performance in such areas as graduation
score, academic achievement, and progress toward graduation in an urban high school
when controlling for gender and free lunch status of students and in comparison with a
control school.
The Statistical Package for the Social Science was used to analyze the data in
accordance with research questions. The main findings were that in the correlation
analysis the results indicate that though several independent variables are significantly
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related to graduation from high school, the students performance on the Georgia High
School Graduation Test during grade 11 indicating that students’ performance in the core
classes and standardized test in grade 11 is the main predictor of performance on the
Georgia High School Graduation Test when the other variables are statistically
controlled. Also the results indicate that teaching experience, teacher perceptions of
student responsiveness to teacher innovative methods and teacher rating of student ability
are significant predictors of teacher rating of student performance. All other variables




I am conducting a research study for a course on research at CAU, and seek your help in
completing this questionnaire as frankly as possible. Your responses are anonymous, as you do
not have to provide your name. The data will be treated as group data and you cannot be
identified. The data is required for research only and offer benefits in school improvement. The
completion of this questionnaire is voluntary and you can withdraw at any time.
Use the rating scale to rate the extent to which you believe the following activities or outcomes
occurred:
1 Never, 2 = A Few Times, 3 = Sometimes; 4 Most Times; 5 = Always
Think of the planning sessions conducted in your Academy in responding below:
A. Rate your Academy Team in show how and helping you to write lesson plans to
include:
1. Identifying low performing students ~ 2 3 4 5
2. Identifying the concept areas in which students failed 1 2 3 4 5
3. Identifying the causes for students low performance —
such as: students’ learning styles and home learning 1 2 3 4 5
environments, etc.
4. Identifying the methods teachers tried and/or the need 1 2 3 4 5
for alternatives
5. Improving student performance on difficult concept 1 2 3 4 5
areas
6. Improving student performance on higher order thinking 1 2 3 4 5
skills as specified — —
7. Improving low performing students to grade level or 1 2 3 4 5
above
8. Improving students who performed at grade level to 1 2 3 4 5




B. Rate your Academy Team in showing how and helping you to break down the content
you teach and to write lesson plans to include.
9. Basic knowledge on which students must demonstrate 1 2 3 4 5
understating on standardized tests
10. Skills students must conduct such as application and 1 2 3 4 5
analysis on standardized tests
1 1. Skills students must conduct such as comparing and
judging the quality of different ideas or concepts on 1 2 3 4 5
standardized tests
12. Skills students must conduct such as synthesizing ideas,
creating alternative ideas and making inferences as 1 2 3 4 5
required on tests
C. Rate yourAcademy Team in showing how and helping you to write lesson plans to
include:
13. Identifying students’ experiences that correspond with 1 2 3 4 5
the basic knowledge to be taught
14. Identifying explanations and questions to frame the
basic content knowledge in correspondence with the 1 2 3 4 5
everyday experiences of weak students
15. Identifying questions we should ask that wound require
weak students to utilize their experiences to understand 1 2 3 4 5
basic content knowledge
16. Identifying questions we should ask that would enable
weak students to transform their everyday experiences 1 2 3 4 5
into higher order thinking skills
17. Identifying questions we should ask that would enable
weak students to utilize their everyday experiences to 1 2 3 4 5
create new ideas or inferences from the textbook
knowledge
D. When you use innovative methods in the teaching process, rate the extent to which
weak students:
18. Make significant improvement in higher order thinking 1 2 3 4 5
skills
19. Demonstrate personal experiences that are appropriate ~ 2 3 4 5
for teaching higher order thinking skills
20. Can relate and integrate the content knowledge of the
different subject areas such as: reading, social studies, I 2 3 4 5
science and math
21. Volunteer to answer higher order questions 1 2 3 4 5
22. Utilize higher order thinking skills to answer teacher 1 2 3 4 5
questions —
23. Work on task when innovative methods are utilized 1 2 3 4 5
24. Are responsive to the use of technology in slide
presentation etc. by providing higher order thinking 1 2 3 4 5
skills responses to questions asked
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Appendix A (continued)
25. Provide higher order thinking skill responses when
higher order questions are asked during the use of 1 2 3 4 5
hands-on activities
E. On the content that were taught, rate your Academy Team in showing how and
helping you to develop evaluation tests such as:
26. Short sentence completion items to assess recall of 1 2 3 4 5
basic knowledge as taught
27. True-False items to assess recall of basic knowledge as 1 2 3 4 5
taught
28. Multiple Choice Questions (MCQ) to assess recall of 2 3 4 ~
basic knowledge
29. Multiple Choice Questions (MCQ) to assess higher
order thinking skills that are identified and tested on 1 2 3 4 5
standardized tests
30. Essay and project assignments to include higher order
thinking skills that are likely to be tested on 1 2 3 4 5
standardized tests
In this section, provide responses to the following scale:
1 = None; 2= A Few; 3 Some; 4 = MOST; 5 Nea~jy~ll
F. During the teaching process and on end ofcourse tests, how many students in your
class:
31. Performed adequately at basic level questions on tests 1 2 3 4 5
32. Performed adequately on higher order questions on ~ 2 3 4 5
tests
33. Performed to earn A and B grades on tests 1 2 3 4 5
34. Performed on tests to indicate they would pass the 1 2 3 4 5
Georgia High School Graduation Test.
35. Performed on tests to indicate they would perform at or
above grade level on norm-referenced tests such as the 1 2 3 4 5
SAT
36. Are attentive and on task during instruction 1 2 3 4 5
37. Work cooperatively with others 1 2 3 4 5
38. Work as self-generated learners 1 2 3 4 5
39. Get help from parents in doing assignments i 2 3 4 5
40. Have parents who are doing the kind ofjob that is 1 2 3 4 5
knowledge-based and can get learning support





43. Check the grade level that you teach
Grade 9 Grade 10 Grade 11 Grade 12
44. Check number of years teaching:
(1) 1-2 years_ (2) 3-5 years (3) 6-10 years (4)11-15 years
(5) 16 plus years
45. Check your Gender: (1) Female (2) Male
46. Estimate the average ability level of the class of students you teach:
(1) Low_____ (2) Average (3) High
47. Check your Academy:
(1) Business (2) Fine Arts (3) Public Services
(4) Communication
APPENDIX B
Combined Ratings: Teacher Perception Questionnaire
1+2 = Never/Few; 3 Sometimes; 4+5 = Most/Always
Think of the planning sessions conducted in your Academy in 1+2 3 4+5
responding below:
A. Rate your Academy Team in show how and helping you to write lesson plans to include:
1. Identifying low performing students 6.7 28.9 64.4
2. Identifying the concept areas in which students failed 2.2 20.0 77.8
3. Identifying the causes for students low performance such as: 4 4 33 3 62 2
students’_learning_styles_and_home_learning_environments,_etc.
4. Identifying the methods teachers tried and/or the need for 4 4 24 4 71 1
alternatives .
5. Improving student performance on difficult concept areas 6.7 40.0 53.3
6. Improving student performance on higher order thinking skills as 8 9 3 1 60 0
specified
7. Improving low performing students to grade level or above 15.6 35.6 48.9
8. Improving students who performed at grade level to perform
above grade level 1 1.1 44.4 44.4
Cronbach Alpha = .8479
Think of the planning sessions conducted in your Academy in 1+2 3 4+5
responding below:
B. Rate your Academy Team in showing how and helping you to break down the content
you_teach_and to_write_lesson plans_to_include:
9. Basic knowledge on which students must demonstrate 15 6 26 7 57 8
understating_on_standardized_tests
10. Skills students must conduct such as application and analysis on 11 1 44 4 44 4
standardized tests
11. Skills students must conduct such as comparing and judging the ~ 1 35 6 53 3
quality_of different_ideas_or_concepts_on_standardized tests
12. Skills students must conduct such as synthesizing ideas, creating 8.9 51.1 40.0
alternative ideas and making inferences as required on tests




Think of the planning sessions conducted in your Academy in 1+2 3 4+5
responding below:
C. Rate your Academy Team in showing how and helping you to write lesson plans to
include:
13. Identifying students’ experiences that correspond with the basic 13 3 37 8 48 9
knowledge to be taught
14. Identifying explanations and questions to frame the basic content
knowledge in correspondence with the everyday experiences of 1 1.1 33.3 55.6
weak students
15. Identifying questions we should ask that wound require weak
students to utilize their experiences to understand basic content 8.9 44.4 46.7
knowledge
16. Identifying questions we should ask that would enable weak
students to transform their everyday experiences into higher order 8.9 44.4 46.7
thinking skills
17. Identifying questions we should ask that would enable weak
students to utilize their everyday experiences to create new ideas 8.9 44.4 46.7
or inferences from the textbook knowledge
Cronbach Alpha = .8707
Think of the planning sessions conducted in your Academy in 1+2 3 4+5
responding below:
D. When you use innovative methods in the teachingprocess, rate the extent to which weak
students:
18. Make significant improvement in higher order thinking skills 13.3 42.2 44.4
19. Demonstrate personal experiences that are appropriate for 1 1 1 33 3 55 6
teaching higher order thinking skills
20. Can relate and integrate the content knowledge of the different 13 3 33 3 53 3
subject areas such as: reading, social studies, science and math
21. Volunteer to answer higher order questions 24.4 48.9 26.7
22. Utilize higher order thinking skills to answer teacher questions 17.8 48.9 33.3
23. Work on task when innovative methods are utilized 1 1.1 31.1 57.8
24. Are responsive to the use of technology in slide presentation etc.
by providing higher order thinking skills responses to questions 8.9 26.7 64.4
asked
25. Provide higher order thinking skill responses when higher order 6 7 31 1 62 2
questions are asked during the use of hands-on activities I
Cornbach Alpha = .8821
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Think of the planning sessions conducted in your Academy in 1+2 3 4+5
responding below:
E. On the content that were taught, rate your Academy Team in showing how and helping
you to develop evaluation tests such as:
26. Short sentence completion items to assess recall of basic 22 2 40 0 37 8
knowledge as taught
27. True-False items to assess recall of basic knowledge as taught 28.9 40.0 31.1
28. Multiple Choice Questions (MCQ) to assess recall of basic 20 0 42 2 37 8
knowledge
29. Multiple Choice Questions (MCQ) to assess higher order thinking 26 7 44 4 28 9
skills_that_are_identified_and_tested_on_standardized_tests
30. Essay and project assignments to include higher order thinking 13 3 26 7 60 0
skills_that_are_likely_to_be_tested_on_standardized_tests
Cornbach Alpha .8830
Think of the planning sessions conducted in your Academy in 1+2 3 4+5
responding below:
F. During the teaching process and on end ofcourse tests, how many students in your
class.
31. Performed adequately at basic level questions on tests 8.9 35.6 55.6
32. Performed adequately on higher order questions on tests 20.0 48.9 31.1
33. Performed to earn A and B grades on tests 26.7 46.7 26.7
34. Performed on tests to indicate they would pass the Georgia High 1 1 1 51 1 37 8
School Graduation Test.
35. Performed on tests to indicate they would perform at or above 28 9 51 1 20 0
grade_level_on_norm-referenced_tests_such as the SAT
36. Are attentive and on task during instruction 11.1 33.3 55.6
37. Work cooperatively with others 8.9 31.1 60.0
38. Work as self-generated learners 26.7 35.6 37.8
39. Get help from parents in doing assignments 64.4 24.4 1 1.1
40. Have parents who are doing the kind ofjob that is knowledge- 68 9 20 0 1 1.1
based and can get learning support
41. Have parents who are responsive to teachers call for conferences 46.7 17.8 35.6
Cornbach Alpha .8954
G. Demographic Variables:
43. Check the grade level that you teach
Grade 9 Grade 10 Grade 11 Grade 12
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44. Check number of years teaching:
(1) 1-2 years (2) 3-5 years (3) 6-10 years (4) 11-15 years
(5) 16 plus years
45. Check your Gender: (1) Female _____ (2) Male
46. Estimate the average ability level of the class of students you teach:
(1) Low (2) Average (3) High
• Check your Academy:
(1) Business (2) Fine Arts (3) Public Services
(4) Communication
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